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PREFACE
Although this investigator believes people can solve
their own problems and direct their lives in ways that con-
tribute to their personal growth as well as to the growth of
groups in which they participate, she also has found that many
people feel powerless to exercise such control over their
lives. Further, the institutions of our society have been
caught up in encouraging the dependency of the client on the
institution. For example, we have spent a good deal of time
in churches, schools, hospitals, and prisons taking responsi-
bility for the client rather than helping him to learn
responsibility. Even though the goal of this care may be to
develop autonomy (self-governance) in the client, too often
our means of controlling and directing his activities directly
oppose the development of autonomy ; therefore we fail to
achieve our goal. Our client increases in outer-directedness
while foreclosing on his own potential, thus becoming depen-
dent upon the institution for guidance and control. Hence the
powerlessness felt by many people today is real, having been
nurtured by their various lifelong social contacts. It is
this externally induced powerlessness which causes many people
to seriously doubt whether they can effect positive changes
in their own lives. This investigator feels that our capa-
bilities as humans are infinite and we have only begun to
scratch the surface of our potentialities, particularly in the
iv
areas of personal and social development.
One of the first considerations in breaking the cycle
of dependency is to examine our basic assumptions about man
and develop goals and means which support these assumptions.
For example, if one of the basic assumptions about man were
that he could do an effective and responsible job of directing
and controlling his own life, then a supporting goal becomes
that of gaining control of everyday life by means of using
facilitating and guidance skills which help the client in his
efforts to gain such control. That is, rather than directing
and arranging his life for him, the helping person becomes an
active participant in assisting the client to acquire the
skills needed for directing and arranging his own life. Thus
in the educational setting, the teacher would support student
participation in those activities which interest the student.
Encouraging him to stretch his thinking and broaden his
horizons so that he sees ever-increasing possibilities in
whatever he is doing would be part of the teacher's responsi-
bility. Helping the student guide his energies into activi-
ties which continue his movement toward his personal and
social goals requires a meaningful relationship between the
student and the teacher.
This investigator's personal and professional
interests focus on helping people develop increasingly posi-
tive self concepts, stronger relationships with others, and a
sense of power in directing their own lives through offering
v
them support in nurturing and utilizing their own abilities
and creativity in solving life’s problems. This investigator
has had the most success in helping others toward increased
independence by facilitating students' involvement in their
own lives. In educational environments this is accomplished
when a sense of community develops and "learning how to learn"
skills are emphasized. In such an environment students be-
come increasingly responsible for the decisions and evaluation
of their own learning. Both students and teachers grow
personally and socially in educational environments where they
are cared about and valued as unique individuals.
vi
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ABSTRACT
AN OBSERVATION OF THE PERSONAL GROWTH OF THE TEACHERS AND
STUDENTS OF AN OPEN EDUCATION TEACHER PREPARATION PROGRAM
(July 1972)
Deborah Marie Forster, B. S.
,
University of Minnesota
M. Ed., Stanford University
Directed bys Dr. R. Mason Bunker
The Focus of This Study
This study focuses on the development of positive be-
liefs about self in students preparing to become teachers. It
examines the growth in self-actualization, personal and commu-
nity trust, openness, and attitudes toward subject matter and
the helping relationship of thirty-five undergraduates,
fourteen graduates, and eight faculty during the fall semester
(1971) of an open education teacher preparation program at the
University of Massachusetts. This study examines changes in
participant perceptions as a function of the program
experiences.
Specifically the study addressed itself to the follow-
ing questions!
A. Self-Actualization
»
Will the teachers’ and students' perceptions of their
self-actualization (inner-directedness and time com-
petence) increase positively from pre-test to post-
test as manifested on the Personal Orientation
Inventory?
xi
B. Personal and Community Trust and Openness
i
Will the teachers' and students' perceptions of per-
sonal and community trust and openness increase
positively from pre-test to post-test as manifested
on the TORI Personal and Community Growth Inventory?
C. Subject Matter Meaning!
Will the students' perceptions of subject matter mean-
ing increase positively from pre-test to post-test as
manifested on a semantic differential?
D. The Helping Relationship!
Will teachers' and students' perceptions of the help-
ing relationship increase positively from pre-test to
post-test as manifested on a semantic differential?
Results
A correlated t test was the statistical analysis used
to determine the level of difference between the subjects' pre-
post test scores on all three instruments. Significant
changes occurred in the fo3.1owing areas
«
1) Graduate and undergraduate students' self-actualized
inner-directedness,
2) Undergraduates' personal openness and trust, and
3) Graduate and undergraduate perceptions of the subject
matter relevance.
Non- significant findings occurred int
1) Teachers' self-actualized time competence and inner-
directedness and graduate and undergraduate student
time competence,
2) Teacher, graduate, and undergraduate community trust
and openness, and teacher and graduate student
personal trust and openness, and
3) Teacher, graduate, and undergraduate
students’ per-
ceptions of the helping relationship.
xii
Conclusions
The study concluded that, although all findings were
not statistically significant, all the groups showed positive
growth in self-actualization and personal and community TORI
except the teachers' self-actualized time competence which
regressed slightly. Further, a positive relationship exists
between the students' perceptions of the subject matter and
the open education program but there is not a relationship
between the subjects' perception of the helping relationship
and the open education program studied.
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1CHAPTERI
THE PROBLEM AND PURPOSE OF THE STUDY
The Problem Defined
The purpose of this investigation is to study the
effects of an open education teacher preparation program on
subjects' perceptions of their self-actualization, personal
and community trust, subject matter relevance, and views of
the helping relationship. The following definitions will be
used in this study*
1.
Open education (Walberg and Thomas 1971) is defined
as an educational environment in which students are
actively involved in the decisions, plans for, and
evaluation of their own learning.
2.
Self-actualization (Shostrom 1966a) is defined as
time competence, that is the extent to which the sub-
ject focuses on actively living in the present rather
than the past or future and inner-directedness as
seen in the subject's ability to guide his experiences
primarily from within himself rather than depending
on others extensively.
3.
Personal and community trust (Random House 1969)
refers to the subjects' confidence in and reliance on
himself as well as those he interacts with, (his com-
munity); (Gibb 1968),
4.
5 .
Subject matter relevance (Combs et al . 1971) is seen
as the extent to which the students perceive the sub-
ject matter of the open education teacher preparation
program as relating to their needs and purposes as
persons preparing to become teachers.
he helping relationship (Combs et al . 1971) is
efined as the relationship of helping which develops
e tween the teacher and the student. The subjects
erceptions of three facets of the helping relation-
hip are explored in this study* perceptions of
hemselves as helpers, perceptions they have of
thers they attempt to help, and perceptions of the
urposes in helping others. In the case of the
2teacher as the helping person, the teacher facilitates
the students' releasing their own energies and behav-
iors instead of "controlling" student behavior toward
certain ends and manipulating, coercing, and blocking
the student's behavior.
These above areas of the subjects' perception are defined more
extensively throughout chapters I, II, and III of this study.
Since some of the literature on teacher effectiveness
suggests that the teachers' perceptions of self affect
student growth, this investigation studies a teacher prepa-
ration program which may help develop positive personal growth
in students preparing to be teachers. The subjects' growth
toward self-actualization is studied specifically in a teacher
preparation program based on open assumptions of learning,
for it is believed that open education provides the kind of
educational experiences and climate which the literature sug-
gests will nurture growth toward student self-actualization.
Such experiences are: 1) the involvement of students in the
processes of learning and specifically decision making, 2)
development of personal and community trust and openness, and
3) provision of subject matter relevant to the students'
purposes and goals.
The Focus of This Study
This study focuses on the development of positive be-
liefs about self in students preparing to become teachers. It
examines the growth in self-actualization, personal and
community trust, openness, and attitudes toward subject matter
and the helping relationship of thirty-five undergraduates,
3fourteen graduates
^
and eight faculty during the fall semester
(1971) of an open education teacher preparation program at the
University of Massachusetts, Amherst, The major focus of this
study is on the students’ inner-directedness. This study
examines changes in participant perceptions as a function of
the program experiences. In this context the literature sug-
gests that a distinct relationship does indeed exist between
what the teacher believes about himself and his effectiveness
as a teacher. Trent (1957) found that teachers tend to see
others as they see themselves. Persons who see themselves as
acceptable, tend to accept others more openly (Omwake 1954).
The reverse also tends to be true, that self-rejection leads
to rejection of others (Omwake 195*0 •
Furthermore, Brookover et al
. (1965, 1967) found that
teachers' attitudes and opinions of students directly influ-
enced both the students' feelings about themselves as well as
their academic success. Brookover, Erickson, and Joiner
conclude 1
The hypothesis that students' perceptions of the evalu-
ation's of their academic ability by others (teachers,
parents, and friends) are associated with self concepts
of academic ability was confirmed (1967. P* 110).
On the other side of the coin, children who felt their
teachers' perceptions of them were positive were rated higher
in academic achievement and positive classroom behavior by
their teachers than children who saw teachers as feeling
negatively toward them (Davidson and Lang, i960). Gooding
(1964) and Vonk (1970) found that teachers best liked by
4students and seen as most competent by supervisors were found
to have positive views of themselves, whereas teachers rated
low by students and supervisors tended to have negative views
of themselves. Furthermore, a significant correlation was
found between teacher self-perceptions and teacher purposes
with students (Vonk 1970). That is, those teachers who felt
positively about themselves tended to have broad purposes and
sought student ends in teaching. Those teachers who felt
negatively about themselves tended to have narrow purposes
and sought their own ends in teaching.
Clearly the literature states that there is a strong
relationship between what the teacher believes about himself
and his effectiveness in helping students grow both personally
and academically. Based on the assumption that this relation-
ship between teacher self-perception and student growth does
in fact exist, this investigator is interested in developing
positive self-perceptions in students taking teacher prepa-
ration courses. However, before positive self-perceptions
can become a realizeable goal in teacher education, an opera-
tional definition as well as an instrument to measure growth
in self-concept are needed. For the purposes of this study
self-concept is defined as the perceptions one holds of one's
self. These perceptions are made up of one's beliefs, values,
and attitudes concerning one’s self.
In this same context of positive self-concepts Maslow
(1954, 1962) describes the self-actualizing person as one who
tends to feel positively about himself in terms of being
5adequate
,
competent, and creative, Maslow refers to self-
actualizing persons as people who deal effectively and
creatively wi bh day to day problems and who are guided in
their dealings primarily from within themselves, that is
these persons are inner-directed rather than outer-directed.
Further, Shostrom (1966) in his test of self-actualization,
the Personal Orientation Inventory, operationalizes self-
actualization as pertaining to those persons who tend to be
"inner-directed" and "time competent." The time competent
person lives primarily in the present with full awareness,
contact, and full feeling reactivity. He sees the past and
future as meaningfully related to the present, but his focus
is on the present as he attempts to work effectively with day
to day concerns. The time incompetent person tends to live in
the past with regrets or in the future with goals and
anxieties. Shostrom defines time competence in the following
paragraphs
»
The self-actualized person is primarily Time Competent
and thus appears to live more "fully in the here-and-now.
He is able to tie the past and the future to the present
in meaningful continuity. He appears to be less burdened
by guilts, regrets, and resentments from the past than is
the non-self-actualized person and his aspirations are
tied meaningfully to present working goals. He has faith
in the future without rigid or over-idealistic goals.
The self-actualized individual's past and future orienta-
tions are depicted as reflecting positive mental health
to the extent that his past is used for reflective thought
and the future is tied to present goals. His.use of time
in a competent way is expressed in a Time Ratio score of
approximately Is 8
,
as compared to the non-self-actualized
Time Ratio of about 1 : 3 . . . .This marked time incompe-
tence suggests that the non-self-actualized persondoes
not discriminate well between past or future. He is
excessively concerned with the past or the future relative
6to the
.
present.
.
He may he disoriented in the present by
splitting off his past or future, A person who is Past-
oriented may be characterized by guilt, regret, remorse,blaming and resentments. He is a person who is still
nibbling on the undigested memories and hurts of the past.person who is Future-ori ented is an individual wholives with idealized goals, plans, expectations, predic-
tions and fears. He is the obsessive worrier who nibbles
at the future. A person who is a Present-oriented personis the individual whose past does not contribute to thepresent in a meaningful way and who has no future goals
tied. to present
. activity
. He is a person who engages in
meaningless activity and unreflective concentration. He
is the busy-body who is always actively avoiding facing
himself (Shostrom 1966, pp. 15 and 16 ).
Inner-directed persons are primarily independent and self-
supportive, whereas other-directed persons tend to be
primarily dependent on others for support. Shostrom defines
inner-directed and other-directed persons in this way:
The inner-directed person appears to have incorporated a
psychic "gyroscope" which is started by parental influ-
ences and later on is further influenced by other
authority figures. The inner-directed man goes through
life apparently independent, but still obeying this
internal piloting. The source of inner-direction seems
to be implanted early in life and the direction is guided
by a small number of principles. The source of direction
for the individual is inner in the sense that he is
guided by internal motivations rather than external in-
fluences. This source of direction becomes generalized
as an inner core of principles and character traits.
• The Other-Directed Person, The other-directed person ap-
pears to have been motivated to develop a radar system to
receive signals from a far wider circle than just his
parents. The boundary between the familial authority and
other external authorities breaks down. The primary con-
trol feeling tends to be fear or anxiety of the fluctuat-
ing voices of school authorities or the peer group. There
is a danger that the other-directed person may become
over-sensitive to "others" opinions in matters of external
conformity. Approval by others becomes for him the
highest goal. Thus, all power is invested in. the actual
or imaginary, approving group. Manipulation in the form
of pleasing others and insuring constant acceptance, be-
comes his primary method of relating. Thus, it can be
seen that the original feeling of fear can be transformed
7into an obsessive, insatiable need for affection or
reassurance of being loved.
The support orientation of the self-actualizing persons
tend to lie between that of the extreme other and the
extreme inner-directed person. He tends to be less de-
pendency-or deficiency-oriented than either the extreme
inner- or . the extreme other-directed person. He can be
characterized as having more of an autonomous self-sup-
portive, or being-orientation. Whereas he is other-
directed in that he must to a degree be sensitive to
people's approval, affection, and good will, the source
of his actions is essentially inner-directed. He is
free; but his freedom is not gained by being a rebel
or pushing against others and fighting them. He
transcends complete inner-directedness by critical as-
similation and creative expansion of his earlier
principles of living, He discovers a mode of living
which gives him confidence. For the validating group
the ratio between this other-directedness and his
inner-directedness is approximately 1:3, This ratio
contrasts to the non-self-actualized groun ratio of
approximately 1:1 (Shostrom 1966, p. lb).
In this study, Maslov/'s self-actualizing person will be used
as the ideal model for persons with positive self concepts.
Shostrom' s test of self-actualization will provide both the
operational definition and the measurement of self-
actualization.
According to the findings in the literature, environ-
ments in which students are expected to grow in self-
actualization (as measured by their increased inner-directed-
ness and time competence) are those environments in which
trust and openness prevail and in which students are involved
in decisions concerning their own learning. Thus a teacher
preparation program based on open assumptions of learning was
selected for this study. The open education concept involves
students directly in the decisions, design, and evaluation of
their own learning experiences? the open education program
8goals include developing students who are competent, inner-
directed, and creative. Support of open education which
nurtures student self-actualization is suggested in the
literature (Y/alberg and Thomas 1971).
The open classroom concept assumes that student self-
confidence is highly related to his capacity for learning
(Barth 1970). Making important choices affecting one's learn-
ing is a central concern in open education. De Charm (1971)
found that through involving students directly in the de-
cisions and evaluation of their learning they increased in
inner-directedness and became "origins" in their education
rather than "pawns." "Origin" behavior and attitudes are
seen in students originating many of their educational goals,
structures, and processes of evaluation. Pawn behaviors and
attitudes are evident in students who follow the teacher's
goals for and evaluation of their learning which eventually
leads to student dependence on teachers for control, guidance,
and evaluation of most classroom learning experiences. While
de Charm explains that the terms "pawn" and "origin" represent
two extreme poles on a continuum of student behaviors and
attitudes, he finds the terms are useful in describing two
different phenomena which in reality are intertwined. He finds
that origin behavior is stronger than pawn behavior in learning
environments where students are growing in social and personal
responsibility and competence.
In addition to self-actualization, trust will also be
examined in this study. Trust is defined as reliance on and
9confidence in oneself, others and objects in the environment
(Random House Dictionary 1969. p. 1520). Gibb (1968) finds
that personal and interpersonal growth can only take place to
the extent that trust is on the increase. "Growth occurs as
a movement from fear towards increasing trust (Gibb 1972, p.
157)* He further defines trust and fear as the primary
dynamics of the growth process.
Trust and fear are the primary dynamics of this process.
The fear-trust level becomes an organismic habit which
is central to the personality of the individual, group,
or organization. Fear and trust are co-existent and.
polar states which are the ambivalent themes of human
life. They are master processes which predetermine and
control the other psychological events in the social
organism (Gibb 1968, p. 1).
In Gibb's (1972) theory of growth, he suggests that?
..any social system-~a group, person, community, nation, or
organization--is best understood and improved most effec-
tively by focusing upon system characteristics of a
living, growing organism (p. 157).
He suggests that the ", . .primary variables in organic
growth are the antithetical processes of fear and trust and
their correlates (Gibb 1972, p. 157)." The primary corre-
lates of this central process of growth, that is, movement
from fear to increasing trust, ares
, . .movement from depersonalization and role towards
greater personalization, from a closed system towards a
more open system, from impositional motivation towards
greater self determination, and from dependency towards
greater interdependence. TORI is a convenient acronym
for these four factors in the organic growth of living
systems 1 trust, openness, realization, and interdepen-
dence (Gibb 1972, p. 157).
Gibb (1968) finds in groups where leaders are personal
and open that environmental trust tends to increase
10
and all participants experience growth at the personal and
the social level. He emphasizes that in a group where people
are trying to meet personal and social needs participants
must perceive trust at "both the individual and the communal
or group level in order for growth toward goals to he
achieved. Since this researcher also believes that trust is
a necessary ingredient for growth to occur, the participants'
views of both individual and community TORI during teacher
preparation will be assessed. Even though the majority of
Gibb's (1968) work in developing trust in individuals and
communities has taken place over short intense periods of time
and training such as a weekend encounter, it was felt that
studying his growth theory over a period of a semester in
teacher education may also show interesting results in terms
of the subjects' view of the trust.
The Purpose of This Study
The major purposes of this study are threefold: the
observation of student and teacher growth in self-actualiza-
tion, student and teacher growth in personal and community
trust and openness, and student attitudes toward subject mat-
ter of the teacher preparation program under study as compared
to attitudes toward subject matter in previous learning
experiences. Regarding the last stated purpose Combs (1965a)
notes that subject matter which is meaningfully related to
the needs and purposes of the students will help students
grow in confidence and independence.
11
The minor purposes of this study are to investigate
the teacher and student attitudes toward the three areas in
the helping relationship which were found to be related to
helper effectiveness and ineffectiveness in the Florida
Studies in the Helping Professions (Combs et al . 1969). The
three areas ares the helpers' attitudes concerning their
perceptions of themselves, perceptions of others whom they
attempt to help, and their perceptions of their purposes as
helpers (the present case as teachers)
.
The independent variable in this study is the open
education teacher preparation program. The major dependent
variables are the participants' attitudes toward their own
self-actualization, personal and community trust and openness,
and student attitudes toward the subject matter. The minor
dependent variables are the participants' attitudes toward
three areas of the helping relations. Although this investi-
gator values the content of learning in teacher education as
well as demonstrated teacher competencies these areas will not
be discussed in this study.
Specifically the study addressed itself to the
following questions
:
A. Self-Actualization:
Will the teachers' and students' perceptions of their
self-actualization (inner-directedness and time com-
petence) increase positively from pre-test to post-
test as manifested on the Personal Orientation
Inventory?
12
B. Personal and Community Trust (TORI)
»
Will the teachers' and students' perceptions of
personal and community trust (TORI) increase posi-
tively from pre-test to post-test as manifested on
the TORI Personal and Community Growth Inventory?
C. Subject Matter Meanings
Will the students' perceptions of subject matter
meaning increase positively from pre-test to post-
test as manifested on the semantic differential?
D. The Helping Relationships
Will teachers' and. students' perceptions of the
helping relationship increase positively from pre-
test to post-test as manifested on the semantic
differential?
Chapter Summary
This chapter has presented an overview of the study
purposes and rationale. Included is a personal statement of
the interests of this investigator and an elaboration of
major and minor study purposes and theoretical support. Last-
ly the questions to be researched in this study were presented.
In the next chapter will be a survey of the literature related
to these questions.
13
CHAPTER II
REVIEW OF RELATED LITERATURE
Categories of Related Literature
This study is an investigation into teacher and stu-
dent growth in self-actualization, personal and community
trust, the helping relationship, and the subjects' attitudes
toward the subject matter. The investigation spans a semester
of teacher preparation in the methodology of the open
education concept.
In an effort to explore the basic issues and assump-
tions raised in the first chapter of this study, the following
areas of related research will be examined:
1. Influence of teacher attitudes and beliefs?
2, Persons who are self-actualized?
3* Leadership styles of teachers and student growth;
4. Making subject matter meaningful;
5. Education for personal and community growth;
6. Teacher effectiveness in open education.
Although much of the related research is taken from studies
of variable age groups the findings are germane to the objec-
tives of this study.
Influence of Teacher Attitudes and Beliefs
Numerous studies have strongly suggested that the
teacher's attitudes towards himself and others are perhaps
more important than his techniques, practices or
14
materials. What the teacher believes about himself deeply
influences; how he treats his students (Berger 1953, Fey 1954
Luft 1966 ). A distinct relationship has been reported be-
tween the way an individual sees himself and the way he sees
others. People who accept themselves tend to be more accept-
ing (Omwake 195*0. Omwake also found that those who reject
themselves have low regard for others and perceive others as
being self-rejecting. Jersild (1952, I 960
,
and 1965 ) also
emphasizes the importance of teachers' attitudes about them-
selves. He finds that personal problems often interfere with
teaching effectiveness and suggests that in-service group
counseling should be available to teachers.
The teacher's understanding and acceptance of himself is
the most important requirement in any effort he makes to
help students to know themselves and to gain healthy
attitudes of self-acceptance (Jersild 1955, p. 3).
A number of studies in the helping professions have
identified three areas of perception as being most important
for counselors, ministers, nurses, and teachers; these are
perceptions of self, others, and how they perceive their pur-
poses as helpers (Gooding 1964, Combs and Soper 1963
,
Benton
1964, Dickman 1967
,
Usher 1966, and Vonk 1970). The
effectiveness or ineffectiveness of helpers, as rated by their
clients or supervisors, correlated positively with judges'
inferences of helper perceptual organizations from observed
helper behaviors. Effective helpers were found to see
themselves as identified-with
,
adequate, trustworthy, wanted,
and worthy whereas ineffective helpers tended to view
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themselves as apart from others, inadequate, unwanted and
unworthy. Effective helpers tended to see others as able,
friendly, worthy, internally motivated, dependable, and help-
ful and they perceived their helping tasks as freeing,
concerned with larger issues, self-revealing, involved,
process-oriented, and altruistic.
Gooding's (1964) study of effective and ineffective
elementary school teachers strongly suggests that teacher
education needs to place greater emphasis on developing
sensitivity in student teachers.
He suggests that this can be accomplished by placing
greater emphasis on perceptual factors during the teacher's
training and including a perceptual emphasis in the psychology
taught to teacher trainees. V/hile teaching a methodological
progression of steps for success in the classroom may be
easier than facilitating the development of new and more posi-
tive ways of seeing the self and students, in order to develop
effective teachers we must include both perceptions and be-
haviors in teacher education.
As mentioned earlier, teacher effectiveness is deter-
mined by judges who infer the perceptual organizations of the
teacher through observing their behaviors. These inferences
coupled with the opinions of the teacher's effectiveness by
supervisors and/or students constitute the data on which the
teacher is judged to be effective or ineffective. Those
teachers who are judged effective, that is most helpful to
student growth and learning, by supervisors or students, tend
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to hold perceptions of themselves and others which are posi-
tive and helping purposes which are freeing. Those teachers
who are judged ineffective by supervisors and students are
inferred to having primarily negative views of themselves and
others and their teaching purposes tend to be those of control-
ling student behavior to meet prescribed instructional ends.
In the helping profession studies the teachers' be-
liefs and perceptions concerning themselves and their teaching
purposes were inferred by judges from two types of teacher
behaviors* written behaviors such as critical incident essays
written by the teacher (Vonk 1970) or actual teaching behav-
iors as observed by judges (Gooding 1964).
In regard to measuring an individual's perceptions,
Combs ( et al . , 1971) found that inferential techniques of
assessing one's self perceptions or self concept are superior
to self report technique. Combs states that*
. .
.since perceptions (ie.
,
beliefs of self) lie inside
people, that they are not available for direct manipu-
lation or measurement. It is necessary therefore, to
approach the matter through some form of inference made
from a sample of observable behavior (Combs et al . 1969,
p. 17).
While the findings in the Florida Studies in the Helping
Professions (Combs et al.
,
1969) may be questioned methodolo-
gically on their use of supervisor or client opinions in the
evaluation of helper success, these studies do show design
rigor in establishing interjudge reliability and care in
maintaining the anonymity of all participants involved. Combs
(1961) found that study participants reported more openly and
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honestly on themselves when participant identity remained
anonymous than when participants’ identity was revealed hy
names written on answer sheets.
A positive relationship was found between students'
perceptions of teachers' feelings toward them and their self-
perceptions (Davidson and Lang i960). The more positive the
children's perceptions of their teachers' feelings, the better
their academic achievement and the more desirable their class-
room behavior as rated by the teacher. As a result of many
years of study, Brookover, Erickson and Joiner (1967)
concluded that the students' self concept of their academic
ability is related to the students' perceptions of the
evaluations of their academic ability by others such as
teachers, parents and friends. Whatever the teacher believes
or expects of her students tends to become a self-fulfilling
prophesy (Rosenthal and Jacobson 1968)
.
Clearly, these findings suggest that teachers'
attitudes and perceptions of themselves are related to how
they view students, and in turn how they behave with students.
As was seen, a number of authors are suggesting that what one
believes about oneself influences what one believes about
others and indeed how he perceives his entire environment.
In turn, his behaviors are directly influenced by what he
perceives about his environment at any one time. This pheno-
menon of inter-action between the perceptions of oneself, the
environment, and one's behavior is known in perceptual
psychology as the perceptual basis of behavior.
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The basic concept of perceptual psychology is that allbehavior of a person is the direct result of his field ofperceptions at the moment of his behaving. More specifi-
cally, his behavior at any instant is the result of 1)how he sees himself 2) how he sees the situations in
which he is involved, and 3) the interrelations of these
two. When I see myself as a lecturer, standing in front
of an audience, I behave like a lecturer. My audience,
on the other hand, seeing themselves as an audience, be-
haves like an audience. Each of us behaves in terms of
what seems to . him to be in the situation he is in at the
moment. The immediate causes of behavior are to be found
in the perceptions existing for the behaver at the moment
of acting (Combs 1965a, pp. 12-13).
Following this line of reasoning, two teachers with
two different sets of perceptions about themselves would
probably perceive and react to students quite differently.
For example, if a teacher did not trust in himself enough to
develop instructional guidelines for his students based on
their changing needs, but preferred, even after many years of
teaching, to follow district manuals then, chances are, he
would not trust his students to structure their learning
either. On the other hand, a second teacher might find chal-
lenge in restructuring and re-organizing content, trusting
himself to make good decisions. Chances are he would also
trust his students to organize a good deal of their learning.
Trusting the self would not necessarily always lead to trust
in others, but the research does suggest a strong correlation
between what one believes about himself and what he believes
about others and, finally, how he behaves. If schools are
interested in developing feelings of adequacy in students,
schools must hire or train teachers who feel adequate about
themselves. In the present study, the purpose is to examine
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the development of feelings of adequacy in students preparing
to be teachers.
Persons Who Are Self-Actualized
Maslov; (195^. 1962) has suggested that persons who
feel adequate about themselves, who have positive self-
perceptions and are constantly growing, are self-actualized.
In his studies on self-actualization, Maslow found that self-
actualized people tend to oevelop and utilize more of their
unique potentialities and are relatively free of the inhibi-
tions and emotional turmoil which less self-actualized people
experience. Self-actualization is seen as the on-going
process of growth toward experiencing one's potential in the
here and now.
Those persons v/ho have a positive view of themselves
or are self-actualized tend to see themselves as "able to."
Combs offers a summary description of self-actualized persons
as viewed by Maslow, Rogers, Kelley, and Combs:
. . .adequate persons, feeling able, can more effectively
assess their needs for self-improvement; handle their
feelings constructively; initiate change as well as ac-
cept change; assess situations and design approaches to
them; revise their values and establish new value-goals;
cope with problems inventively as well as realistically;
stock-pile successes as guides to future self-direction;
accept and set reasonable, realistic situational limits;
keep growing steadily in their desired or chosen ways,
and reach out and up for peak experiences (Combs 1962,
p. 100).
Teachers should be helped to become increasingly self-actual-
ized if they are to be effective in helping their students
become more adequate (Combs et al . , 1971). Purkey (1970,
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p. 9) points out that one's self-concept is m: de up of a
variety of beliefs one holds about oneself and that these be-
liefs may vary in positiveness and negativeness. For example,
one may have a positive self-concept as a teacher and a low
self-concept as an athelete. Perhaps this idea also applies
to the concept of sell-actualization. In this study open
education is investigated as a learning environment where
both teachers and students can grow in self-actualization.
Murray (1966) found in studying 26 home economics
teachers that teachers who were perceived as effective by
2,333 high school students' ratings of "teacher concern
for students" were also found to be more self-actualized as
defined by Shostrom ( 1966) than teachers rated low by students.
When these correlations were analyzed according to grade level
they v/ere found to be significant for grades 7, 8, 9, and 10 j
differences for grades 11 and 12 did not reach statistical
significance. Self-actualization was measured in Murray's
study by Shostrom' s Personal Orientation Inventory (POI).
The growth of teachers in self-actualization is a focus in
this investigation and is measured by Shostrom' s instrument.
It follows that helping teachers to develop positive
self perceptions would contribute to their effectiveness as
helping persons in the classroom. Furthermore, it has been
suggested that, since the concepts of self-actualization
adequately describe a person who has a positive perception of
himself, growth toward self-actualization becomes a goal in
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teacher education. Student growth toward self-actualization
during teacher preparation is the main focus of this study.
Leadership Styles of Teachers and Student Growth
There is evidence that educational leadership which
involves students' thinking and ideas in planning, performing,
and evaluation tends to influence student attitudes and
achievement more positively than education based primarily on
the thinking of teachers and administrators. A student-
centered climate is characterized by teachers' accepting feel-
ings and inviting student response as well as praising and
accepting student ideas. A teacher-centered climate is
characterized by lecturing, giving directions, and criticizing
or justifying authority (Withall 1949).
Flanders (1960b, 1960c) found that teachers of high
achievement classes 1 ) accepted, clarified, and used pupil
ideas significantly more, 2 ) criticized significantly less,
and 3 ) encouraged significantly more pupil-init.iated talk
than did teachers of students who scored low on achievement
tests.
Hoover ( 1963 ) , failed to reveal attitudinal differences
in students from teacher-centered, pupil-centered, and group-
centered. classroom climates. Miller (1964), however, found in
a controlled experiment that junior high school pupils in
classes of responsive teachers had significantly more positive
attitudes and used significantly higher levels of thinking
than pupils in classes of directive teachers. In classrooms
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in which achievement and attitudes were superior, teachers
did not blindly pursue a single behavioral-instructional path
to the exclusion of other possibilities. More successful
teachers were found to range along a continuum of interaction
styles which varied from fairly active, dominative support on
the one hand to a more reflective, discriminating support on
the other (Flanders 1960a) . Less successful teachers tended
to use the same interaction styles in a more or less rigid
fashion. There is a variety of evidence here that "student-
centered" as opposed to "teacher-centered" instruction pro-
duces more positive attitudes and greater learning in
students. It would also seem that a very important aspect of
the student-climate for learning is "making use of pupil's
ideas.
"
However, characterizing teaching in terms of opposite
poles, may defeat our purposes. In measuring classroom cli-
mate, research has made it clear that teachers are not one
type or the other, dominative or integrative, direct or in-
direct, but that all teachers use both types of behaviors at
some time (Amidon and Flanders 1963 ). Variations between
teachers lie in degrees of difference, and findings suggest
effective teachers are teachers whose classrooms are most
often characterized by "integrative" or "indirect or stu-
dent-centered" or "democratic climates." Amidon and Handers
suggest that perhaps we need to introduce the idea
of
flexibility of teacher behavior wherein teachers vary
their
behavior according to the circumstances to achieve
desired
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consequences. This investigator feels that perhaps we should
be researching the ability of the teacher to shift from one
type of influence to another as the occasion demands or war-
rants rather than the maintenance of particular classroom
climates. Walberg and Thomas (1971) describe the teacher in
open education as an active decision maker in the processes
that affect the child's learning.
The role of the teacher in a situation v/hich is struc-
tured both by active, decision-making children and by
an active, decision-making adult calls for a more pre-
cise definition of the two roles. In practice, each
teacher strives for her own definition based on her
beliefs about children and the process of learning and
upon her experience with the children in her class,
and assisted by resource people, advisors, and col-
leagues (p. 10).
Bussis and Chittenden (1970) describe a double classification
scheme for depicting the role of the child and teacher in
education: This double scheme is based on the extent to
which 1) the individual teacher and 2) the individual child
is an active contribution to decisions regarding the content
and process of learning. The figure below shows this scheme
(Walberg and Thomas 1971, p. 10, from Bussis and Chittenden
1970).
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In open education both the teacher and the child are active
participants in learning as seen in their high contributions
to the educational process. This approach to education re-
quires a good deal of flexibility on the part of the teacher
in his leadership style (Walberg and Thomas 1971)
.
While research on teacher effectiveness does not find
any specific teaching behaviors, that is methods or skills,
which are common to all good teaching (Gage 1963, Biddle 1964,
Smith 1971 ), a number of studies do suggest that a variety of
behaviors on the part of a teacher who is professionally com-
petent and personally sensitive often leads to high achieve-
ment and positive attitudes in students. Furthermore, studies
of management in organizational psychology strongly suggest
that managers who have flexible leadership styles tend to be
more effective than managers who do not. The life cycle
theory of management suggests that effective leaders adjust
their leadership style to the maturity level of their follow-
ers (Mersey and Blanchard 1969 ) . As the level of maturity of
one's followers continues to increase, appropriate leader
behavior not only requires less and less structure (task) but
also less and less socio—emotional support (relationships) •
It would seem that successful leaders, whether in industry or
in classrooms, tend to be flexible and attempt to adjust their
style to the needs of the followers. These findings are
similar to de Charm's ( 1971 ) in that students who are origins
(see Chapter I) in learning, that is more independent,
are
less dependent on teacher decisions.
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If a teacher's effectiveness is determined by the
interaction of his style and the environment (students and
other situational variables)
,
then it follows that there is
no single ideal teacher behavior style which is appropriate
to all situations. It would also follow that an effective
teacher must be able to diagnose the demands of the environ-
ment and then either adapt his teaching style to fit these
demands or develop the means to change some or all of the
other variables. A system of overall classroom management
within which teachers and students can grow is a framework in
which teachers could use flexibility and individualization
with students. This study focuses on the open classroom as
an environment in which teachers use flexible leadership
styles as they promote both student growth and their own.
A system of management for personal fulfillment as
well as social responsibility has been developed by Gibb
(1968) through his work with groups. He contends that in
order for individuals within a group setting to develop inde-
pendence and interdependence trust leading to acceptance must
be established. From acceptance, individuals move on to
openness, to self-realization and goal setting and, finally,
to interdependence and the establishment 01 constructive com-
munity control.
Of three leadership styles, (democratic, authoritarian,
and laissez-faire ) , democratic tended to produce students who
were inner-directed and independent (Lewin et_al. 1939, PP*
271-299) . Lewin, Lippitt, and White found that authoritarian
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leadei ship styles tended do result in students doing a greater
quantity of work, but that they were less original, more
hostile, competitive and aggressive, felt higher tension, ex-
pressed more discontent and dependence and greater feelings
of self-concern. The democratically-led group became
increasingly productive, praised each other more, were more
cooperative, friendly, stable, and highly constructive, had
greater teamwork, expressed more objective attitudes, and had
greater feelings of we-ness and of concern for group goals.
The laissez-faire led groups did less work and poorer work,
were more aggressive than the authoritarian -led group, and
spent more time in horseplay. According to this study it
seems that both personal and group growth occurred more readi-
ly under the democratic leadership. Combs (1962) corroborates
the importance of the democratic climate in the learning of
values
:
In general, this means that we must find ways of creating
school and classroom atmospheres which facilitate the.
process of exploration and discovery of personal meaning--
where there can be a freeing, expanding and changing of
perception. Students need to have many choices; when
they discover something of interest, they need to have
plenty of time to work at it. Self-selection in an en-
vironment rich in materials, where students sense that
how they feel and what they think are important, can be
extremely effective in helping students to become more,
fully functioning. Through acceptance and trust, parti-
cularly teachers play a strategic role in this learning
process (p. 202)
.
Gibb (1970a) points out that personal and community
growth occurs in direct relation to the trust in the environ-
ment. A lack of trust amongst group members leads to role
facades, depersonalization, and alienation from the group or
2 ?
community. The resultant effect is counter growth activities
based on deficit needs, which leads to non-self-actualization
(Maslow 195^)
•
The literature on self-concept theory (Purkey 1970)
and creativity (Parnes 196?) supports the notion that a learn-
ing environment which is free from threat and is built on
trust and openness tends to develop both congruency and
spontaneity in the learner's growth. Learners who feel it is
"safe to be themselves" allow themselves to flow into their
learning experiences, thus becoming at one with their on-going
experiencing rather than becoming alienated from themselves.
Self-actualized persons are very much involved in
their on-going experiencing and are growth motivated. They
actually learn to grow on themselves
t
Growth is, in itself, a rewarding and exciting process,
eg. the fulfilling of yearnings and ambitions, like that
of being a good carpenter; the steady increase of under-
standing about people or about the universe, or about
oneself; the development of creativeness in whatever
field or, the most important, simply the ambition to be a
good human being. People who are predominantly growth
motivated are people who grow upon themselves and in-
stead of wanting less and less, such a person wants more
and more of, for instance, education. The person rather
than coming to rest becomes more active. The appetite
for growth is whetted rather than allayed by gratification
as is the case with deficit motivated people. Partly
this intrinsic validity of living. comes from the pleasure-
ableness inherent in grov/ing and in being grown. But it
also comes from the ability of healthy people to transform
means--activity into end-experience, so that even instru-
mental activity is enjoyed as if it were end activity
(Maslov/ 1969, P* 226).
Clearly, the research suggests that democratic
leadership tends to encourage more inner-directedness in stu-
dents than does authoritarian leadership. Further, Gibb
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(19/2) suggests that leaders who are personal and open tend
to nurture environmental trust. Without such trust, the par-
ticipants do not experience self-trust leading to personal
and communal development. In this study both the teachers'
and the students' perceptions of personal and community trust
and openness are observed to determine if the trust and open-
ness will increase as a function of the subjects' experiences
in this open education teacher preparation program, while
these studies describe some of the ways in which students
need to be involved in learning in order to grow toward self-
actualization, paying particular attention to leadership
styles and climates supportive of such growth, other studies
point to the importance of the meaning of the subject matter
to the student.
Making Subject Matter Meaningful-Affect in Education
Research findings on learner-centered or teacher-
centered interaction styles suggest that the amount of
cognitive gain is largely unaffected by the autocratic or
democratic tendencies of the instructor. When affective gains
are considered, however, the results are somewhat different.
In a review of 34 studies comparing non-directive with
directive instruction, Stem (1969) concluded!
Regardless of whether the investigator was concerned with
attitudes toward the cultural outgroup, toward other
participants in the class, or toward the self, the re-
sults generally have indicated that non-directive
instruction facilitates a shift in a more favorable,
acceptant direction (p. 3^5)*
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Throughout the years, schools have educated for cognitive or
intellectual development at the expense of affective or
emotional development. Polanyi (1966) points out that it is
the passion 01 the scholar that makes for true scholarship.
Overstress on the cognitive can have deleterious effects on
the affective.
Under some conditions the development of cognitive be-
haviors may actually destroy certain desired affective
behaviors and that, instead of a positive relation
between growth in cognitive and affective behavior, it
is conceivable that there may be an inverse relationship
between growth in the two domains (Krathwohl, Bloom, and
Masia 1956
,
p. 20)
.
Education which ignores the affective development of students,
and encourages only cognitive development, leaves out student
compassion for, and commitment to, learning. In perceptual
psychology, the self is learned through interaction with the
environment. One of the main forces which shape the self in
the environment are "significant others." As one is loved
and respected, one finds himself worthy of love and respect.
The self as a vantage point for all human experiencing is the
central core around which the remainder of the perceptual
field is organized. "In this sense, the phenomenal self is
both product of the individual's experience and producer of
whatever new experience he is capable of" (Snygg and Combs
1959, p. 146).
We evaluate the world and its meaning in terms of how we
see ourselves. Things are significant or insignifleant
,
important or unimportant, attractive or unattractive,
valuable or worthless, in terms of their relationship to
oneself. Many students do poorly in school simply be-
cause what the school is doing seems irrelevant to
himself and his world (Purkey 1970, p. 10).
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The above suggests that students need to find meaning in order
to do well in school.
A number of studies have suggested that the inclusion
of positive teacher affect in the learning environment, has
had positive effects on student attitudes and learning (Reed
1961 and Christensen i960). The suggestion is that both
student and teacher affect should be included in learning.
Perceptual psychologist Combs states that ",
. .learn-
ing is individual and personal, that things are learned only
in the ctegiee to which the learner discovers the unique
meanings of things to his particular self (1962, p. I83) .
”
Pearson (1966) finds that content which relates to student
needs and concerns helps them to grow in inner-directedness
and time competence. In investigating the effects of a series
of four different group guidance processes and their relation-
ship to successful college adjustment, Pearson found that the
students from the group in which informal discussions had
centered on feelings and needs of students showed a greater
increase in time competence and inner-direction on the Per-
sonal Orientation Inventory than students participating in
more highly structured groups. Students in groups where
discussion topics were decided by the leaders, scored lov/er
in self-actualization, time competence and inner-directedness.
The teacher preparation program used in this study attempted
to focus its emphasis on personal and professional needs of the
students. The Personal Orientation Inventory was used as the
research instrument which could measure the students' growth
in self-actualization. It was hypothesized that such growth
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would take place as a function of the program efforts to
involve the needs of students.
Further, subject matter must have personal meaning
for the student’s own purposes and goals if course content is
to promote student growth toward increased inner-directedness.
In regard to the meaning of subject matter Combs relates the
following
t
Meaning is a people problem. It happens in persons. De-
velopment of meaning is a creative occurrance as a conse-quence of people interacting with the world they live in.ls
^
1 ’ker ‘1^iy true that people do not get informationfrom the printed page. Meanings are really discovered bythe iearaer. Meanings are also highly personal (Combs
1971, p. 84).
Combs goes on to suggest that unless meanings are personal to
students, the student's person cannot grow through education.
In summary, the above literature suggests that
democratically led learning environments which nurture trust
and openness and involve students as origins in decision
making processes are likely to be effective in helping
students become increasingly inner-directed and time competent,
both traits of the self-actualized person. Learning environ-
ments which are fear producing and promote pawn behavior in
students, those that are authoritarianly directed, tend to
produce students who are other-directed, dependent, and in-
volved in countergrowth activities. It is also important that
the subject matter be personally meaningful to the student.
The literature also suggests that in order for
students to grow toward self-actualization they need to par-
take of learning activities that contribute to self-growth
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such as decision making. Traditionally schools have not in-
volved students in decision making processes. In the program
under study many opportunities were offered for both students
and teachers to become involved in decision making. Histori-
cally, students have been forced to learn whatever adults
wanted them to learn in school. The characteristics of the
learning environment have demanded that students' behavior be
confined to that of de Charm's pawns. Pawn attitudes and be-
havior have led to student dependence on the environment.
The powerlessness students feel as pawns in learning is de-
scribed by Weinstein and Fantini (1970). Stevens (1970)
quotes Silberman as saying t
Schools discourage students from developing the capacity
to learn by and for themselves, because the schools are
structured in such a way as to make students totally de-
pendent upon the teachers. The result is said to be an
authoritarian system that educates for docility (p. 2).
In The Greening of America
.
Charles Reich (1970)
describes schools as places where people in our society are
conditioned to lose themselves and are trained to adopt a
substitute-self which will conform to the needs of the
corporate state.
The process by which man is deprived of his self begins
with his institutionalized training in public school for
a place in the machinery of the State. The object of the
training is not merely to teach him hew to perform some
specific function, it is to make him become that function;
to see and judge himself and others in terms of functions,
and to abandon any aspect of self, thinking, questioning,
feeling, loving, that has no utility for either produc-
tion or consumption in the Corporate State. The training
for the role of consumer is just as important as training
for a job, and at least equally significant for loss of
self (pp. 141-142)
.
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Education for Personal and Community Growth
While it is the interest of this investigator to help
students, both young and old, grow toward self-actualization,
it appears that not only our current schools but our societal
goals as suggested by Reich’s (1970) work are in direct con-
flict with this interest. However, there are other models of
education currently available which do, in fact, nurture
personal growth in students. In planning education for full
psychological development Alschuler (1972) suggests that a
total environmental change is advantageous to nurture complete
psychological development in students. Furthermore, this
investigator proposes that the open classroom approach to
education represents a concept of learning which incorporates
components which tend to help students grov; toward self-
actualization.
In his paper on psychological development, Alschuler
describes three procedures for organizing psychological educa-
tion experiences: 1) the "confluent approach," developed by
Brown (1971) , wherein affective experiences are woven into
the existing curriculum, 2) the "congruent approach," devel-
oped by Weinstein and Fantini (1971) arid Alschuler ( et a_l
.
1970), wherein students have specific learning experiences,
classes in human growth and development, and 3)
"contextual approach," such as the origin climates do Charms
(1971) describes, wherein the demand characteristics of the
environment are changed. In this study the open education
approach to learning is studied as the "contextually"
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different learning environment within which the demand charac-
teristics of learning are changed. In changing the demand
characteristics of the learning environment, the expectations,
roles, rules, and cues of the situation are changed. For
example, in many traditional classrooms the students are not
expected to make decisions concerning their learning; as
learners they are often thought of as passive recipients of
knowledge and the classroom rules and cues support such be-
haviors in students. Ey contrast many of the demand charac-
teristics of the open classroom state that students are ex-
pected to become involved in the decisions concerning their
learning, thus, the students' role may be defined as one of
being actively involved in a variety of learning and evalua-
tion activities, and the rules and cues of the environment
support these student expectations and roles. While the
"contextual approach" to helping students grow psychologically
may be the most difficult to plan, organize, and execute, it
is also the most comprehensive, for it is an environment
planned and organized around specific learning goals emanating
from corresponding assumptions of learning.
The open-classroom as an approach to education
represents a departure from traditional assumptions and goals
of education. Its different assumptions and goals lead to
"contextually different" learning environments; hence the
demand characteristics of the learning environment are dif-
ferent (Walberg and Thomas 1971).
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Open Education
The open education approach to education was started
by Dewey (1939) as early as the 1920s and most recently de-
veloped in the United States and Britain. Open education,
unlike most traditional schools, is based on a number of as-
sumptions which support the students' becoming inner-directed
,
responsible, and self-fulfilled in learning. "With understand-
ing for help, the child soon begins to develop responsibility
for his own behavior rather than relying on outside authority
and control (Brown and Precious 1969, p. 58). In regard to
the importance of choice in learning, Moustakas (i 960 ) makes
the following comment:
Self values are in jeopardy in any climate where freedom
and choices are denied, in a situation where the indivi-
dual rejects his own senses and substitutes for his own
perceptions the standards and expectations of others
(p. 4F).
A student develops faith in his thinking and in his ability
to make judgments when he is encouraged to participate in his
own development by making personal decisions. Open education
assumes that students can be trusted to pursue, plan, and
organize their own learning (Barth 1970). Students are ex-
pected to be origins and make decisions in learning as they
co-plan their learning experiences with teachers and peers.
The open-education approach encourages "family group-
ings" in which children from ages five to eight are grouped
together in an infant school learning environment. The inter-
dependence and community described by Gibb ( 1968 ) becomes a
natural outgrowth of this plan since children are encouraged
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from each other. As learners are trusted and accepted for
themselves. Gibb (1970b) points out. they will allow them-
selves to enter the environment totally and will experience
their own personal growth as well as that of the group or
community. In this study the subjects' growth in personal
and community trust is observed.
As Taylor e t al
. (1958) points out, groups of persons
can work together creatively and productively if certain con-
ditions are maintained.
Groups can be more creative than individuals because ofthe mutual stimulation members can provide for one
another. However, this proves to be true only under
certain circumstances. Such conditions as having a non-
evaluative climate in the group, a decision-making
structure appropriate to the task, and enough time to
explore unusual ideas. Also certain tasks that require
a wide-range oi information or require complex evaluation
of various alternatives, require more time (pp. 23-4?).
Brown and Precious (1969) indicate that the priorities of the
open classroom are
--•closely related to the principles involved in sociology
in that they are deeply concerned with the needs of the
individual and his obligations to the group of which he
is a member (p. 14)
.
The importance of "community" to man’s natural growth
and development cannot be underestimated according to Gibb's
(1972) theory of growth. Charles Reich (1970), however, warns
us that we've lost community in our society at the same time
that one of man's greatest needs is for "community,"
Perhaps the greatest and least visible form of impover-
ishment caused by the Corporate State is the destruction
of community. Man’s greatest need after food and water,
is for a circle of affection; man is a communal animal
and he craves his kind. But even though we are starved
for community in our world, we may not realize it. We
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can see a physical effect when a bulldozer rips up a
hillside, but today our experience of genuine human com-
munity is so limited that we are hardly aware of our
loss, and the substitutes provided keep us so busy that
emptiness is drowned in busyness (p. 196).
Reich goes on to explain that we have substituted for real
town and neighborhood communities the false ones of apartments
and offices which actually isolate people from one another.
Perhaps the open classroom model of education where
"the school is part of the community in which the children
live" (Brown and Precious 1969, p. 17) can be instrumental
in helping the individuals in our society regain a much
needed sense of community. In the present study the subjects’
growth in community is observed.
Teacher Effectiveness in Open Education
Since the open classroom is "contextually" different,
it demands different behaviors from teachers as well as
students. Teachers are expected to originate learning exper-
iences for children which are in harmony with the child's
total growth needs. This system requires a good deal of inner-
directedness and time competence on the part of the teacher
as he seeks to diagnose children's needs as accurately as is
possible. Brown and Precious (1969) describe teachers in
open classes as spending most of their time wi ih children pro-
viding intensive diagnostic and resource help rather than
giving whole group instruction. The teachers' ability to
accurately diagnose student needs and to make appropriate
interventions is extremely important to the success of
the
open classroom.
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The teacher might he unable to diagnose with confidence
Ka? 1Ee i 3V-/here t}^e is respect to the concep-tual relations embodied m the attribute blocks with whichG working? she might decide she has already intervened
enough that day; her reason for refraining might be a hopethac uhe child will move on himself, without external as-
sistance, On the other hand, there will be numerous
circumstances which favor interventions the point is thatit is the teacher’s professional judgment which determines
whether and when (Cazden 1969, p. 163).
Open education teachers are noted for their special av'areness
and alertness to the diverse qualities of their children's
activities and learning styles. A British headmistress once
said, "The teacher has got to be ready. That I think, is the
main difference. She’s got to be aware--all the time (Cazden
1969, p. 3 )*" The teachers seem to move, act, and converse
from a stance which arises from responding to the constantly
posed questions How can I be of use to this particular child
at this particular time?
Since the teachers' perceptions can only be as effec-
tive as his or her perceptive and diagnostic ability, her
effectiveness as a teacher is largely based on her ability to
use herself personally and professionally in behalf of the
students' growing needs. Combs ( 1971 ) describes this effec-
tive use of self:
Professional helpers must be thinking, problem-solving
people? the primary tool with which they work is them-
selves. Effective helping relationships may be a
function of the effective use of the helper ' s. self in
bringing about fulfillment of his own and society's
purposes (p. 5)
•
A number of studies in the helping professions (Combs
and Soper 1963, Gooding 1964 , and Vonk 1970 ) have suggested
that there is a significant correlation between the
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pci ceptions ono holds of oneself" and one's helper purposes#
This finding combined with a basic principle in perceptual
psychology
,
which states that of all the perceptions a person
has, those he holds about himself influence him the most,
suggests that it may behoove us as teacher educators to help
our teacher trainees grow in positive views of themselves thus
developing positive helping purposes. The teacher preparation
program used in this study attempts to help students to de-
velop positive views of themselves by involving them actively
in learning. Their personal growth toward self-actualization
is observed.
In the conclusion of his study on teacher effective-
ness, Gooding (1964) suggests that teacher education institu-
tions will need to consider the question of the attitudes and
perceptions of teachers as significant aspects for the
development of effective teachers. This investigator is
further suggesting that an effective model for the fully func-
tioning person is the self-actualizing person who feels
positively about himself. Learning experiences which develop
origin behavior in students and environments which promote
trust and openness are suggested as optimal conditions for
nurturing self-actualization in students.
The open education approach to education is proposed
as the model learning environment where students may be helped
to grow toward self-actualization in the college classroom and
at the elementary school level. In particular, it is cugges ved
that the open classroom environment for learning be adopted in
4o
teacher training college classes so that these students may
grow toward self-actualization.
Significance of the Study
This study is significant because it focuses on the
development of positive personal growth in students during an
open education teacher preparation program. According to the
literature the open education approach to learning helps stu-
dents grow personally by providing learning opportunities
through which they become directly involved in their learning
experiences. Furthermore this study has taken a comprehensive
approach to the study of the personal development of the
students preparing to become teachers. Based on the findings
in the literature concerning the personal growth of students,
this study observes the overlapping variables which are in-
volved in personal growth. These variables include environ-
mental trust and openness, attitudes toward subject matter
and the helping relationship, student growth in self-aetuali-
zation and simultaneous teacher growth in these areas.
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C H A P T E R III
DESIGN OF THE STUDY
The Populat ion Studied
The samples examined in this study constitute the
total population of the open education teacher education pro-
gram at the University of Massachusetts' School of Education
called. METEP. METEP is an acronym for Model Elementary
Teacher Education Program, The study took place during the
Fall Semester of the academic yea3? 1971-1972.
The population sample consisted of three groups of
people all of whom were involved in the teacher preparation
program as students or teachers
»
1) Eight Teachers of the METEP teacher preparation
program
2) Fourteen Graduate Students, (masters degree level),
3) Thirty-five Undergraduate Students, (bachelor degree
level)
.
METEP Teachers
Of the eight teachers, two are doctoral level graduate
students and six are professors. One of these doctoral candi-
dates (the investigator of this study) served as the teaching
assistant for the curriculum section of METEP. The other
doctoral candidate served as an assistant to the entire METEP
program and was primarily responsible for individual student
advising and some teaching. Each of the six professors were
responsible for one of the six main content areas of the
METEP
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program i language arts, mathematics, science, human relations,
aesthetics, and curriculum. The teachers had from zero to
seven years experience m programs of teacher preparation,
with a mean of' 4.1 years experience. The eight METEP teachers
ranged in age from 26 to 4o years with a mean age of 35. 4o
years. There were four female teachers and four male teachers.
METEP Graduate Students
The graduate students (N=l4) worked simultaneously
toward a masters degree in education and certification as ele-
mentary school teachers. They ranged in age from 23 years to
40 with a modal age of 24 years. There was one male in the
graduate student population and 13 females.
A majority of the graduate students had had some ex-
perience in education before entering the program. These
experiences included tutoring in urban areas, summer educa-
tional programs, and experience in alternative and nursery
schools. The graduate students had had a variety of addition-
al work experiences, travel, and living experiences in foreign
areas for extended periods of time.
METEP Undergraduate Students
The undergraduate students (N=35) simultaneously
worked toward a bachelors degree in education and certifica-
tion as elementary school teachers. The undergraduates
consisted of 6 males and 29 females ranging in age from 19 to
4? years with a modal age of 20 years.
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A majority of the undergraduate students had transfer-
red from two year junior colleges in Massachusetts to the
University of Massachusetts to complete their education in
teacher preparation* Many oi them were junior—level students
and were experiencing their first year away from their home
town areas. A number of the other undergraduates were in
their junior or senior year at the University of Massachusetts
and had been involved in the School of Education for one to
two years preceding entry into METEP or they had transferred
into the School of Education from other university departments.
The undergraduates had experienced a variety of parttime jobs,
travel, mostly in the New England area, and a few had tutored
in schools.
The teachers, graduate students, and the undergraduate
students came from a range of middle class backgrounds and all
were Caucasian. The participants' ages, sex, and socio-
economic backgrounds are not a focus in this study since this
investigator finds the range in these three areas of minor
importance, however the data were included as additional
information. This study examines the changes in the partici-
pants' perceptions of their own growth as a function of their
experiences in an open education teacher preparation program.
There was no random selection for the study sample
since all of the teachers and students elected to be in METEP
were included in the sample. The graduate students had all
been interviewed before entering the program and claimed that
their selection for application to this program was based
/|4
primarily on the particular assumptions, practices, and goals
of open education. A few of the undergraduate students were
interviewed before entering METEP, They had a variety of
reasons for selecting this program ranging from a belief in
the assumptions of open education to a need for teacher
certification.
The decision to separate the student population of
this study into two study samples, graduate and undergraduate,
for data analysis was made on the basis of A spy' s findings
( 1969 )* He found that 70% of undergraduate teacher-trainees
at a California teacher preparation site reported considerable
psychological discomfort at the beginning of student teaching
and 20^ said it continued throughout the experience. Aspy
found that many of these students were operating at Maslow's
(195*0 need level of safety and were being asked in teacher
preparation to operate at higher levels of self-esteem and
self-actualization in terms of giving to and helping others.
This investigator thought that since many of the graduate
students had had a variety of travel and teaching experiences
that they might be more confident in themselves than the
undergraduates and therefore were operating at a higher level
of need. If this were the case, the graduate students as a
group could score considerably higher on Shostrom's test of
self-actualization than the undergraduates at pre-test. There-
fore, since it is assumed by this investigator that the
graduates and the undergraduates of METEP represent two dif-
ferent populations, they will be handled as two groups in th.i s
study.
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Hypotheses of the Study
In this study several perceptions of the teachers and
students in the open education teacher preparation program are
being investigated. The major areas are self-actualization,
personal and communi by growth, and subject matter meaning.
The minor area is the helping relationship. In order to ex-
amine these four areas of perception, a series of hypotheses
is proposed. The hypotheses are stated in the conventional
null form and are listed below.
Self-Actualization
Teachers Group
la: The teachers will not increase in their perceptions
of the time competence from pre-testing to post-
testing as manifested on the (POI) Personal Orien-
tation Inventory.
Ibt The teachers will not increase in their perceptions
of their inner-directedness from pre-testing to
post-testing as manifested on the (POI) Personal
Orientation Inventory.
Graduate Student Group
Hat The graduate students will not increase in their
perceptions of their time competence from pre-test-
ing to post-testing as manifested on the (POI)
Personal Orientation Inventory.
Ilbi The graduate students will not increase in their
perceptions of their inner-directedness from pre-
testing to post-testing as manifested on the (POI)
Personal Orientation Inventory.
Undergraduate Student Group
IIIa» The undergraduate students will not increase in
their perceptions of their time competence from
pre-testing to post-testing as manifested on the
(POI) Personal Orientation Inventory.
Illbt The undergraduate students will not increase in
their perceptions of their inner-directedness
from pre-testing to post-testing as manifested on
the (POI) Personal Orientation Inventory.
Personal and Community TORI (Trust, Openness, Self Realization
and Interdependence)
Teachers Group
IVa» The teachers will not increase in their percep-
tions of the personal TORI from pre-testing to
post-testing as manifested on the TORI Personal
and Community Growth Inventory.
IVb i The teachers will not increase in their percep-
tions of the community TORI from pre-testing to
post-testing as manifested on the TORI Personal
and Community Growth Inventory.
Graduate Student Group
Vat The graduate students will not increase in their
perceptions of the personal TORI from pre-testing
to post-testing as manifested on the TORI Personal
and Community Growth Inventory.
Vbt The graduate students will not increase in their
perceptions of the Community TORI from pre-testing
to post-testing as manifested on the TORI Personal
and Community Growth Inventory.
Undergraduate Student Group
Via? The undergraduate students will not increase in
their perceptions of their personal TORI from pre-
testing to post-testing as manifested on the TORI
Personal and Community Growth Inventory.
VIbt The undergraduate students will not increase in
their perceptions of the community TORI from pre-
testing to post-testing as manifested on the TORI
Personal and Community Growth Inventory.
Subject Matter Meaning
Graduate Student Group
VII The graduate students will not increase in their
perceptions of the majority of the bipolar adjec-
tive scales under the attitude concept called
subject matter from pre-testing to post-testing as
manifested on the semantic differential.
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Undergraduate Student Group
VIII The undergraduate students will not increase intheirjerceptions of the majority of the bipolar
adjective scales under the attitude concept
called subject matter from pre-testing to post-testing as manifested on the (SD) semantic
differential.
The Helping Relationship
Since Vonk (1970) founa. a significant relationship be-
tween the teacher's general frame of reference and teaching
purposes, it was decided to group the three aspects of the
helping relationship, me, others, and purposes, under a
single hypothesis assuming that all three will change in a
similar direction and degree or not at all.
Teachers Group
IX The teachers will not increase in their perceptions
of the majority of the bipolar adjective* scales
under the concepts of the helping relationship
called myself, others, and teaching purposes from
pre-testing to post-testing as manifested on the
(SD) semantic differential.
Graduate Student Group
X The graduate students will not increase in their
perceptions of the majority of the bipolar adjec-
tive scales under the attitude concepts of the
helping relationship called myself, others, and
teaching purposes from pre-testing to post-testing
as manifested on the (SD) semantic differential.
Undergraduate Student Group
XI The undergraduates will not increase in their per-
ceptions of the majority of the bipolar adjective
scales under the attitude concepts of the helping
relationship called myself, others, and teaching,
purposes from pre-testing to post-testing as mani-
fested on the (SD) semantic differential.
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Instruments
The Personal Orientation Inventory
In this study of subjects’ self-actualization it was
necessary to find an instrument which would measure that
growth. The Personal Orientation Inventory (Shostrom, 1966a)
(P01) was selected because it is an instrument specifically
developed to measure self-actualization traits, in particular
time competence and inner-directedness. A moderate correla-
tion of .49 was found between inner-directedness and time
competence in a college sample (Shostrom 1966a)
,
however
Shostrom finds that research on self-actualizing persons
suggests that the two are interrelated.
In order to live in the present effectively, one inevi-
tably leans on his own inner-direction more. The reason
for this is that living in the moment does not require
concern for support or sustenance. Further, that Being
in the moment, being an active process, may be said to
be an end in itself. That Being has its own reward--a
feeling of self-support (Shostrom 1966a, p. 19).
As a measure of self-actualization, the Personal Orientation
Inventory (POI)
,
has been found to discriminate effectively
between individuals who have been observed in their life be-
havior to have attained a relatively high level of self-
actualization from those who are not seen to have evidenced
such development (Shostrom 1964, Shostrom and Knapp 1966b).
The items of the POI were designed to reflect value
orientations which are commonly held, and which are considered
to be significant to a person's approach to living. Buhler
(1962, pp. 30-31) has suggested that value orientations are
definite existential judgments. She states that value
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orientations symbolize the fact that affective, or value, and
cognitive, orientation elements are blended. She suggests
that a value orientation may be defined as a generalized and
organized concept which influences behavior.
The POI has been shown to demonstrate a high degree
of validity by a number of researchers (Murray 1966; Fox 1
9
6 5
j
Shostrom and Knapp 1966). Test-retest reliability coefficients
have been obtained for the POI scales based on a sample of 48
undergraduate college students. The results of the Inventory
being given twice, a week apart, showed reliability coeffi-
cients of ,?1 for time competence and .84 for inner-directed-
ness (Klavetter and Mogar 1967) .
The POI is basically two scales of personal orienta-
tion j inner-directea support (127 items) and time competence
(23 items). There are also ten sub-scales of the POI; however,
for the purposes of this investigation only the two major
scales concerning inner-directedness and time competence will
be reported for each group. An example of a POI item which
purports to measure inner-directedness is» "I am not afraid
to be myself (Shostrom 1966 a, p. 36 )." An other-support item
would be "Impressing others is most important (Shostrom 1966 a,
p. 36 )." Examples of time competence and time incompetence
follow respectively t "I do not feel it necessary to defend
my past actions," and "I often feel it necessary to defend my
past actions (Shostrom 1966a, p. 35) •
"
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The lOKI Personal and Community Growth Inventory
One purpose of this investigation to determine if the
learning environment of the open classroom will by its very
assumptions of trust, tend to increase the TORI (Trust, Open-
ness, Self Realization, and Interdependence) of the partici-
pants both personally and communally.
It was of interest to this investigator to find an
instrument v/hich purported to measure personal and community
trust, openness, self-realization, and interdependence in the
learning environment. Jack Gibb’s TORI Personal and Community
Growth Inventory was chosen because it is designed specifical-
ly to measure these environmental variables (La Boon 1971).
The TORI Personal and Community Inventory has been
found to assess the growth of trust, openness, self-realiza-
tion, and interdependence in groups of persons where specific
exercises geared to the development of TORI have been delib-
erately encouraged by the group facilitator (Gibb 1968). The
TORI instrument has not been formally standardized, but in all
cases of its use Gibb reports (in a letter to this investigator
1972) positive increases in personal and community growth as
reported on the TORI scales by the group participants.
The improvement (changes in scores on the instrument) has
been consistently positive in the various groups that I
have used it? groups where I have been the leader or con-
vener, and where I* have used our TORI philosophy and basic
theory of training. Because this is consistent with other
research that we have conducted systematically I am quite
sure that the changes associated with the tests are.
"real." Some items change more than others. Some items
don't change (Gibb’s letter to this investigator 1972).
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La Boon (19 71) found in comparing two experimental
TORI groups to two control groups, that the Vancouver experi-
mental group and the organizational control group experienced
slightly lower mean scores on personal and community items
than did the Denver experimental group and the leadership
training control group® Gibh has speculated that higher
scores for the leadership training control group may be due
to the notion that leaderless groups (as this group was) are
likely to be more powerful than leader-led groups (La Boon
1971). The experimental groups experienced more growth in
community whereas the control groups experienced more personal
growth. La Boon explains this finding to be the result of em-
phasis on "community building" in the experimental groups and
emphasis on "personal growth" in the control groups. The
TORI instrument was developed specifically for the La Boon
study under the direction of Dr. Gibb. Face validity was as-
sumed because of the straight forward manner in which the
dimensions to be measured were presented.
According to Gibb’s TORI (1968) theory of growth,
trust leads to acceptance of individuals, which nurtures open-
ness and data flow throughout the group. Self-realization
follows as individuals become increasingly aware of themselves
and their experiences in the group and begin to establish
goals for their own growth. As personal needs and goals
emerge, groups of persons begin helping one another meet these
goals and the formation of interdependence between members
develops and the emergence of a community becomes evident.
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Community refers to the interaction between the individuals of
a group which results in both individual and community need
satisfaction, hence growth. As mentioned earlier, TORI is an
acronym for the four correlates which make up trust t trust,
openness, realization, and interdependence. Both the sub-
jects' personal and community growth in trust are of interest
in this investigation; therefore, both personal TORI and
community TORI will be assessed.
The TORI is composed of a total of eight bipolar con-
cepts, separated by an eight-point scale. The first four
concepts measure TORI in personal growth and the second four
concepts measure TORI in the community growth. Each concept
is expressed as a description of a persons' behavior and feel-
ings at opposing ends of a continuum. The positive end is
weighted at eight points and the negative at one point; the
area between those points is scored in sequence from one to
eight.
On the first four concepts concerning TORI personal
growth subjects are asked to indicate on the 1-8 point scale
where they see themselves "at this moment" in comparison to
the bipolar persons described. On the second four concepts
concerning TORI community growth subjects are asked how they
feel about the group "at this moment" as compared to the bi-
polar groups described. (Refer to Appendix A for the complete
TORI Personal and Community Growth Inventory.
)
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The Semantic Differential
In this study the participants' attitudes toward the
adjectives, used to define the helping relationship conceptsi
me, others, and helper purposes, researched by Combs et al.
(1971 pp. 11-16)
,
and the subject matter meaning of METEP
(Combs 1971, pp. 82-101), and the concepts were of inter-
est to this investigator. Pre-post-test measures on the par-
ticipants' attitudes toward these concepts had to be assessed
by an instrument purported to measure meanings reliably and
validly. The Semantic Differential (SD) developed by Osgood,
Suci, and Tannenbaum (1957) measures the meanings people hold
for particular concepts. The selection of the semantic dif-
ferential to assess the meanings subjects give to the concepts
of the helping relationship and subject matter was made be-
cause the semantic differential is a measurement technique
which can be adapted to this particular research problem.
Osgood et al . describes the semantic differential as
. . .a highly "generalizable technique of measurement"
which must be adapted to the requirement of each research
problem to which it is applied. There are no standard
concepts and no standard scales; rather, the concepts and
scales used in a particular study depend upon the purposes
of the research (Osgood et al . 1957, p. 76).
The semantic differential is composed of concepts and
scales. "Concepts" refer to . . ."the stimulus to which the
subjects' checking operation is a terminal 'response'. It is
the nature of the problem that chiefly defines the class and
form of concept to be selected (Osgood et al . 1957, p. 77)."
In the present study, interest is on measurement of the
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subject's attitudes toward the three parts of the helping
relationship and subject matter. The concepts selected to
reilect these two areas are called "perceptions of myself,"
"perceptions of others," "perceptions of my purposes," and
"subject matter rne 3.ning. "
"Scales" are bipolar adjective words which are used
to describe each of the four concepts. In developing the
semantic differential for this study, the selection of scales
was based on the criteria for scale selection outlined in
Osgood (1957, p. 73-80).. "The first criterion for selecting
scales is their 'factorial composition' --we usually select
about three scales to represent each factor, these being maxi-
mally loaded on that factor and minimally on others (Osgood
1957. p. 78)." Osgood describes primarily three factors
which make up scale composition t the evaluative factor, the
potency factor, and the oriented activity factor (p. 62
,
63 ).
While the evaluative dimension of semantic space is a very
general one it tends primarily to measure the subject's "at-
titudes" toward a concept. Attitudes are referred to as
'tendencies of approach or avoidance,' or as 'favorable or
unfavorable,' and so on (Osgood 1957. p. 189).
, , e to index attitude we would use sets of scales which
have high loadings on the evaluative factor and negligible
loadings on other factors, as determined from our various
factor analytic studies (Kerlinger et al . 1957. p. 191).
Since it is the interest of this investigator to de-
termine if a relationship exists between the subject's
"attitudes" toward the concepts of the helping relationship
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and METEP subject matter and particular bipolar adjectives or
scales, those scales researched in the Thesaurus (Osgood 1957,
pp. 53-61) study and mostly having higher loadings on the
evaluation factor than on potency and oriented activity
factors were selected. However there were few scales higher
on potency and activity factors than evaluative? these were
selected because none of the evaluative scales expressed par-
ticular ideas in Combs ( et al . 1971, pp. 13-16) and the
aspects under scrutiny were potency or activity oriented
activities. For example, Combs found that the helpers' pur-
poses with those they helped could be either freeing or
controlling. Since it v?as important to reflect the meaning
of freeing-controlling under the concept "helpei: purposes" of
the semantic differential, this investigator looked for scales
in the Thesaurus study which would reflect the freeing-control-
ling idea. The only scale which came close to reflecting this
idea was free-constrained. This scale did not load high on
the evaluative factor but did on the potency factor. Even
though free-constrained was low on the evaluative factor, it
was used because it reflected the meaning of freeing-control-
ling.
The second "criterion in scale selection is relevance
to the concepts being judged (Osgood p. ?8)." It is the
purpose of the investigator that dictates the choice, and the
purpose here is to reflect the meanings of the domi tionr c
effective and ineffective helpers found in the helper studies
(Combs 1969 and 1971). Tables 1, 2, 3, and 4 in Appendix A
//
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show the scales which were selected to reflect the meaning of
each of the operational definitions in the helper studies.
The factor loadings are also included to show that most of the
scales were weighted heaviest on evaluation. To read these
tables for each concept work them left to right. First is
the operational definition of a particular finding from the
helper studies, next those scales selected by this investiga-
tor to reflect the meanings found in the definitions, and last
the fa.c cor loadings for each of the scales selected.
The scales under the concept subject matter were
selected on the basis of how nearly they reflected the com-
bined meanings of the helper purposes (Combs et al
. 1971, pp,
14-16) and the importance of the meaning of the subject matter
(Combs et. al , 1971, Chapter 5) to the student. Since this
researcher found that much of what is described in the helper
purposes is also reflected in the writings on the personalness
of meaning to subjects, the subject matter scales were pri-
marily used to reflect the meanings found under helper
purposes. To illustrate how purposes and subject meanings
appear to be similar the following example of selection of one
of the scales under subject matter is offered* The scale
meaningful-meaningless was used to reflect both the process
orientation meaning under helper purposes and the Combs' con-
cern with the meaning of subject matter to student teachers.
"We must find ways of producing teachers who find meaning in
facts and who help their students to do so (Combs 1965, P« 44)."
57
The lai>t criterion for scale selection is their
'semantic stability' for the concepts and subjects in a par-
ticular study (Osgood 1957
, p. 79 )." Scales were selected
which hopefully reflect social concepts in education. While
a formal pilot study was not run on this semantic differential,
a group of fifteen in-service teachers were asked to offer
their opinions of the scales in light of the meanings of these
particular concepts. As a result of this evaluative session,
certain scales which caused a good deal of semantic confusion
were deleted and others more relevant were added.
Bunker ( 1970 ) summarized evidence that the semantic
differential is a reliable and valid instrument of measurement.
The semantic differential has been found to be a valid
and. reliable technique for assessing attitudes (Mazer 1969
p. 117
,
Frank 19o?, and Shaw and Wright 1967, pp. 29-30)^'Among those researchers who have used the technique with
success are Butts and Raun (1969) with elementary school
personnel, Kane ( 1969 ) with elementary education seniors
and Frank (1967) v/ith secondary student teachers (p. 60).
Bunker ( 1970 ) has described the semantic differential from
Remmer’s writing in Gage, 1963, p. 360s
It consists of a number of seven- ,,unit" rating scales
with opposing, or "bipolar" adjectives at each end.
. .
The basic operation of "differentiating" the meaning of
a concept.
. . follows. The subject is asked to judge a
concept. * .against a series of scales. Assigning num-
bers from 1 to 7 to each scale units, we then have for
each scale a quantitive value of the concept for each of
the scales in relation to the concept under study (p. 60).
Since the positive adjective pole was given the high-
est rating, seven points, the higher the subject scores on the
SD, the more positive their perceptions.
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The Research Design
In this study, the subjects’ changes in their percep-
tions of the helping relationship, their self-actualization,
personal and community TORI, and subject matter relevance over
a semester oi involvement in the open education teacher prepa-
ration program in METEP are of interest. All of the subjects
were assessed in these four areas of perception twice during
the semester, except for subject matter relevance} once at a
pre-testing and once at a post-testing. These pre-post scores
by population groups are then compared statistically to deter-
mine if changes in oest scores are m the positive or negative
direction and also to determine if the changes in test scores
which do occur are significant. This study did not use a
control group design, as it was not the interest of this in-
vestigator to compare treatments and populations at this time.
The design of this study seems to most closely resem-
ble the field experiment approach to research described by
Kerlinger (1964, pp. 382-386). While the strengths of field
experiment research include appropriateness in studying com-
plex social influences, processes, and changes in lifelike
settings, the drawbacks include difficulty in controlling
variables. The control of variables is more easily accom-
plished in laboratory experiments, but the variables of the
field experiment usually have a stronger effect than those of
the laboratory because the field experiment takes place in a
more natural setting. The principle is* "The more realistic
the research situation, the stronger the variables. This is
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one advantage of doing research in educational settings
(Kerlinger 1964, p. 383 ).”
Each subject s scores are summed with other members of
his group. While these group scores may serve as contrasts
for one another of the groups, the groups v/ill not be compared
statistically. It was felt by this investigator that the
three subgroups of this study were possibly quite different
upon entry into the METEP program and that entry differences
would interfere statistically with any attempts to compare
groups on the basis of their reaction to their growth during
METEP as manifested on the POI, the TORI, and the SD.
A post-test administration of the SD, the TORI, and
the POI following the METEP experience provided data which
were compared to pre-test data for each sample. Differences
between pre-test and post-test scores were treated as change
scores and examined for each group to determine differences in
perceptions (attitudes and value orientations) as a function
of the METEP experience. Computation of change scores from
pre-testing to post-testing provided data for all of the study
hypotheses.
Administration of the Study Instruments
The procedural scheme consisted of the pre-test, be-
fore the teacher education (METEP) experiences, and the post-
test. Pre-post testing administration of the three study
instruments (POI. TORI, SD) will be discussed in this section
while the METEP experiences are described in the next section.
6 o
All subjects in all samples (N-6l) participated in the
pre-testing. All but four subjects (four undergraduates) par-
ticipated in the post-testing. Those four undergraduates who
did not take the post-test were dropped from the study sample
altogether, leaving a total study sample of N=5 7 . These
four did not take the post-test because of absence from the
area and extended sickness*
The pre-test was administered to all of the subjects
two days after the METEP program had begun (September 14,
19 ?1). The post-test was given two days before the METEP fall
1971 semester program terminated (December 15
, 1971 ),
For each testing, subjects were gathered into the
large double room used for the METEP program throughout the
semester. The subjects were asked to pick up their testing
packets upon entry into the room and sit quietly or talk
softly until everyone had arrived. Within ten to fifteen
minutes, the majority of subjects hs.d assembled and the test-
ing began with a.n explanation of the directions and answering
of any questions by this investigator. Subjects were told
clearly at each testing that they were only to put their test-
ing identification numbers at the top of each test and that
the results of each test were entirely confidential. Subjects
completed the tests within an hour, turned in their test book-
lets, and left the testing a.rea.
The tests were collected, scored, and the results
written onto 5” X 8 " cards. These cards were later taken to
be keypunched for computer analysis at the University of Massa-
chusetts Graduate Research Center.
6l
l^ .^P ,. T eg£jier_Preparation Experiences
In the METEP program, each student was required to
take all of the eighteen semester hours offered during the
fall semester with the exception of the fourteen graduate
students who could negotiate for other courses. These
eighteen semester credits included the areas listed below. In
addition, two credits of social studies were offered in con-
junction with the other six courses and by special lectures on
open laboratory days. An additional three credits called
special problems could be earned by tutoring/teaching in local
classrooms and independent study as arranged by students.
METEP Requirements Fall 1971
Cours e I\T o. Course Title Credits
Educ, 205 Aesthetic Elements in the Teaching/
Learning Process 1
Educ. 220 Human Relations Laboratory 3
Educ. 259 Principles and Methods of Teaching
Social Studies in Elementary Schools 2
Educ
.
260 The Elementary School Curriculum 3
Educ 261 Principles and Methods of Teaching
Language Arts and Reading in Elemen-
tary Schools 2
Educ 262 Principles and Methods of Teaching
Science in Elementary Schools 2
Educ
,
263 Principles and Methods of Teaching
Mathematics in Elementary Schools 2
Educ. E68 Special Problems in Education! The
Model Elementary Teacher Education
Program 3
Total 18
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While flexibility was allowed within the stated course
areas, students were encouraged to maintain a high level of
participation and performance in all areas. Students were en-
couraged to negotiate individual study contracts whenever they
felt their needs would be better met through other, similar,
or adjusted educational experiences.
For example, a few of the students who had had a good
deal of work in human relations negotiated with the professor
in human relations or their support group leader to use this
class time in other subject or interest areas as they needed
dt. In one instance, a student negotiated for more time in
language arts in place of human relations training where shc-
already felt competent. She spent this time writing a
children’s book.
Individuality in program planning was emphasized and
alternative ways of meeting many course requirements were out-
lined and encouraged. For example, both language arts and
mathematics required a minimum amount of field experience in
the application of concepts with school children, but the con-
cepts used, age levels of children, and selection of schools,
were completely left up to the decisions of the METEP students.
All in all, most of the course requirements were quite
general and open-ended which allowed students to make choices
about what learning alternatives to pursue and decisions about
the extent of their needs in the content areas. The whole
METEP program was based on active learning wherein students
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learned various educational concepts through being directly
involved with them. For example, in curriculum the students
learned about the various "sources of curriculum" through be-
coming involved in searching through newspapers, text books,
and other places to discover possible curriculum sources. All
students had on-going tutoring experiences which they planned
and organized, Wednesday, which was open lab day, was a time
both students and teachers offered educational experiences
(Sec Appendix E)
. While students were expected to demonstrate
certain course competencies, there were extensive opportuni-
ties for students not only to demonstrate their expertise in
creative ways, but also to initiate their own ideas on what
they felt were important teacher competencies. Each teacher
was the support group leader for seven or eight students and
became an immediate advisor and friend to his or her support
group students, both personally and communally. Evaluation
was informal and was facilitated by use of an on-going per-
sonal and professional journal, diary, or log, which the stu-
dents were encouraged to keep up day by day. They were asked
to enter their on-going professional experiences and as well
their personal reactions and grov/th. Co-evaluation was con-
ducted throughout the semester between the student and his or
her support group leader as was needed by the student. Grading
was based on the pass-fail-no-record system rather than letter
grading. This was to remove extensive fears of failure and
thus tended to open the door for real, personal learning, and
involvement on the part of both staff and students.
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As with many now programs in their first semester,
many problems occurred resulting from certain inconsistencies
between basic philosophy and practices. However, the staff of
eight was continually open and receptive to student feedback
and was able to make numerous program changes throughout the
semester which more nearly reflected the open education philo-
sophy of education and the needs of participants. The
majority of students were understanding and actively supportive
of the efforts to marry practices and beliefs and by the
second half of the semester a relatively strong sense of com-
munity between staff and students seemed evident.
Since this particular program had as one of its major
goals the development of autonomous learners and creative and
imaginative teachers with a strong sense of self-worth and a
positive belief in others, this investigator felt that this
particular program would probably influence changes in the
participants' perceptions of themselves and others. (Refer
to the Appendix B of this study for more specific information
on the METEP open-education, teacher preparation program. In
many of the appendix materials the METEP program is referred
to as the Integrated Day Program. For the purposes of this
study it is referred as the open education program).
Statistical Treatment and Data Analysis
Each subject in each sample yielded scores from each
of the three instruments given: the POI, the TORI, and the
SD..
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The Analysis of the POI
Each ol the subjects yielded two scores on the POI at
pre-testing and at post-te sting i one score for time compe-
tence and one score for inner-directedness. The subjects’
pre-test scores in each of these two categories were summed
within their subgroups. The same was done with the post-test
scores. The difference between the pre-test and post-test
scores was computed to determine any changes in test scores
from pre-testing to post-testing within the three subgroups*
teachers, graduate students, and undergraduate students. Sta-
tistical analyses revealed the level of these changes in the
subjects’ group scores from pre-testing to post-testing on the
POI.
The Analysis of the TORI
Each subject’s scores for the four items under personal
growth were summed by groups for the pre-test and for the post-
test. These sums were then compared to determine each group's
summed personal TORI growth score changes from pre-testing to
post-testing. The same summing procedure and comparison of
scores from pre-testing to post-testing was used for deter-
mining group score changes in community growth. Scores are
reported for the three subgroups of subjects.
The Analysis of the SD
Each of the subjects yielded nineteen scores on three
different concepts measured by the semantic differential, both
at pre-testing and at post-testing. These concepts included*
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my perceptions of myself, my perceptions of others, my percep-
tions of teaching purposes. The students yielded an additional
nineteen scores on the concept called subject matter.
Since it was the interest of this investigator to de-
termine if a relationship exists between the particular bipolar
adjectives (scales) selected and the attitude concepts subject
matter, myself, others, and purposes, the difference between
the pre-test and post-test scores on each scale was computed
to determine the level of change for each group on each scale.
It was decided by this investigator that Osgood's (195?, p.
191) suggested method of evaluating the semantic differential
through summing factor scores would not be as appropriate to
the specific interests of this investigation. This investi-
gator is inor e lnxeresteo in observing individual scale changes
from pre-test to post-test rather than noting two or three
scores resulting from summing. It was felt that a good deal
of information would be lost by summing.
Statistical Analysis of All Three Instruments
In each test the decision to reject or not to reject
the null hypotheses rested on the probability that the ob-
served event would occur by chance less than five times out
of one hundred - .05). However, when hypotheses were
rejected more exact levels of significance were stated.
A correlated t test was used to test the hypotheses
of all instruments! the POI, the TORI, and the SD. A t test
is the statistical technique used to determine the level of
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significance between subjects' group mean pre-test scores and
mean post-test scores (Popham 1967, Chapter 9) and was used
on the three instruments utilized in this study. A correlated
t test tests the relationship between the pre-test mean
scores and the post-test mean scores.
shoul^be fs designed for correlated datause a whenever
two groups of scores
tween data in the arounn
the relationship between data in
exists. Such correlation be-
. . .
-
g ps is usually present in situa-Hrmc
tehe^fo? “h?
Chf ' d Pairs °r whe? ^ Measures have beenaken f x t e same person, as m pre-and post-test meancomparisons (Popham 1967, p, 137).
Results from the correlated t tests are reported within the
three subject samples of this studyi the teachers, the gra-
duate students, and the undergraduate students. Pearson-
Product Correlation Coefficients will be obtained from the
subjects scores of the PCI and TORI to determine whether a
positive or negative relationship exists between the POI
inner-directedness and time competence and the TORI personal
and community scales.
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CHAPTER IV
findings
This study has explored several hypotheses related to
perceptual changes in the teachers and students of an open-
education teacher preparation program called METEP. Each of
these hypotheses has been tested statistically to determine
the probability of events observed occurring by chance. The
findings of these tests are stated in the following paragraphs
and provide the data for the conclusions and implications
presen ted in the final chapter. The findings are grouped
under the four areas of perception explored: the subjects'
sell -ac tualization
,
the subjects' views of persona.1 and com-
munity TORI, the students' attitudes of the subject matter of
METEP, and the participants' attitudes toward the helping
relationship. The correlated t test was the statistical
technique used to determine the level of change in the groups'
scores on all three instruments from pre-testing to post-test-
ing. Correlation coefficients were determined in comparing
the POI and the TORI items.
Self-Actualization
Hypotheses
In order to examine the changes for each subject group
in time competence and inner-directedness scores between pre-
testing and post-testing, the following hypotheses were
examined
:
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Teachers
Iat The teachei s will net increase in "their perceptions
of their time competence from pre-testing to post-
testing as manifested on the POI.
Ibi The teachej s will nou increase in their perceptions
of their inner-directedness from pre-testing to
post-testing as manifested on the* POI.
Graduate Students
Ila: The graduate students will not increase in their
perceptions of their time competence from pre-test-
ing to post-testing as manifested on the POI.
Tibs The graduate students will not increase in their
perceptions of their inner-directedness from pre-
testing to post-testing as manifested on the POI.
Undergraduate Students
Ilia: The undergraduate students will not increase in
their perceptions of their time competence from
pre-testing to post-testing as manifested on the
POI.
Illb: The undergraduate students will not increase in
their perceptions of their inner-directedness from
pre-testing to post-testing as manifested on the
POI.
The findings for all three groups on the POI are shown on
table 5.
Teachers
Analysis of the teachers' pre-post test change scores
on time competence and inner-directedness showed no signifi-
cant change. From pre-testing to post-testing, the teachers'
mean scores showed a decrease of .125 in time competence and
a mean increase of 2.625 in inner-directedness. While the
teachers' scores moved slightly in the direction of time
incompetence, they experienced an increase in inner-directed-
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ness. This increase in inncr-directedness however only
reached the probability level of 0.6162. since this does not
reach the acceptable probability level of
. 05
,
the null hypo-
thesis lb for teacher inner-directedness was not rejected.
Also the null hypothesis la on teacher time competence was
not rejected since no significant positive change occurred.
Graduate Students
Analysis ol the graduate students’ pre-post test
change scores in time competence showed a mean increase of
1-0715 from pre-test to post-testing with a probability level
of 0.6608. Since this does not reach the
.05 level of signi-
ficance, hypothesis Ila was not rejected. The graduate
students' post-test mean score on inner-directedness showed
an increase of 7*0614, significant at the 0,0^35 level of
probability. Since this surpasses the .05 level of signifi-
cance, the Jib null hypothesis was rejected. The graduate
students did indeed increase in their perceptions of their
inner-directedness from pre-testing to post-testing.
Undergraduate Students
The undergraduate students' post-test mean score on
time competence showed an increase of 0.60 reaching a proba-
bility level of 0.6290 which was not significant at the .05
level of significance . Thus the null hypothesis Ilia was not
rejected. Since these students' post-test mean scores on
inner-directedness showed an increase of 5*0286 with a
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probability of 0 . 0233
,
well below the .05 level of signifi-
cance, the null hypothesis Illb was rejected.
In summary, null hypotheses la, lb, I la, and Ilia
were not rejected as the subjects' change scores on these
hypotheses did not reach the ,05 level of significance. Null
hypotheses lib and Illb concerning no increase in student
inner-directedness were both rejected at the .05 level of sig-
nificance. While none of the subjects' scores increased
significantly in time competence, the students' scores did
increase significantly on the inner-directedness dimension of
self-actualization as measured on Shostrom's POI. It is
interesting to note that, while only the two student groups
changed significantly in inner-directedness, all of the groups'
scores increased positively from pre-testing to post-testing
except the teachers' time competence score which decreased
slightly. This increase in the groups' scores, while in most
cases not significant does show subjects' growth toward self-
actualization as seen in the groups’ increased inner-directed-
ness and time competence as measured by the POI.
Table 6 shows graphically a comparison between the
three sample groups, POI scale mean scores on both pre-testing
and post-testing and the POI scale means for "criterion"
groups of self-actualizing and non-self-actualizing adults
(Shostrom 1964). The purpose of this table is to show where
the groups of this study scored on the POI in relation to
self-actualized and non-self-actualized adults identified by
Shostrom.
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Table 6. POI Scale Means for Three Sample Groups Compared with POI Scale
£v?
S
J;
r
?
r7 ter3
on " <*oups of Self-Actualizing (S.A.) and Non-Self-Actualizing (non S.A.) Adults. w a ”
Pretest
Time Competent Inner-Directed
Lives in Independent
the present Self
-Supportive
TC I
Posttest
Time Competent Inner-Directed
Lives in
the present
Independent
Self- Supportive
TC
60
100
-100
40
—
Time
Incompetent Other Directed
Lives in the Dependent
,
past or future seeks support
of other' s views
Time
Incompetent Other Directed
Lives in the Dependent
,
past or future seeks support
of other' s views
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The teachers' pre-post scores on time competence
remained within the norm mean scores of the criterion group,
which is considerably below the self-actualized mean. The
teachers' inner-directedness scores moved from just below the
self-actualized mean on pre-test to slightly above the self-
actualized mean on post-test. The graduate students on pre-
test moved from just below the norm mean on time competence
to just below the self-actualized mean at post-test. In
inner-directedness, they moved from below the self-actualized
mean at pre-test to far above the self-actualized mean at
post-test. While the undergraduate mean scores did not
reach the self-actualized mean, their mean scores in time
competence moved up from just above the non-self-actualized
mean to somewhat below the norm mean. Their inner-directed-
ness moved upward from just below the norm mean on pre-test
to somewhat below the self-actualized mean on post-test.
Table 6 clearly shows that all of the groups except the
teachers who experienced a slight decrease in time competence,
experienced growth toward increased self-actualization (inner-
directedness and time competence) from pre-testing to post-
testing. While most of these increases did not reach the
.05 level of significance, the fact remains that the study
groups did experience growth toward greater self-actualization
during a semester's involvement in the open education
teacher preparation program.
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Personal and Community TORT
Hypotheses
In order to examine the changes between pre-test and
post- test scores of personal and community TORI for each
subject group, the following hypotheses were tested:
Teachers Group
IVa: The teachers will not increase in their perception-
of the personal TORI from pre-testing to post-test-ing as manifested on the TORI.
IVb t The teachers will not increase in their perceptions
of the community TORI from pre-testing to post-
testing as manifested on the TORI.
Graduate Student Group
Vat The graduate students will not increase in their
perceptions of the personal TORI from pre-testing
to post-testing as manifested on the TORI.
Vbt The graduate students will not increase in their
perceptions of the community TORI from pre-testing
to post-testing as manifested on the TORI.
Undergraduate Student Group
Via t The undergraduate students will not increase in their
perceptions of the personal TORI from pre-testing
to post-testing as manifested on the TORI.
VIbi The undergraduate students will not increase in
their perceptions of the community TORI from pre-
testing to post-testing as manifested on the TORI.
The findings for all three groups on the TORI are shown on
Table 7.
Teachers
The teachers' mean scores on the personal TORI in-
creased .625 0 and 4.250 on the community TORI from pre-testing
to post-testing. These changes were not significant at the
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.05 level of probability therefore both null hypotheses IVa and
IVb were not rejected.
Graduate Students
The graduate student mean scores for personal TORI in-
creased 1.7857 from pre-test to post-test and for the commu-
nity TORI their mean scores increased .9286. These changes
were not significant at the .05 level of probability therefore
both null hypotheses Va and Vb were not rejected.
Undergraduate Students
The undergraduate students experienced an increase in
mean scores in personal TORI of 2.7133 from pre-testing to
post-testing significant at the 0.0007 level of probability
far below the standard .001 level. Since this increase is
statistically significant it was decided to reject the null
hypothesis Via which states that the undergraduates will not
increase in their perceptions of their personal TORI from pre-
testing to post-testing as manifested on the TORI, The under-
graduates mean scores on community TORI increased 1.9^28
points from pre-test to post-test showing a probability level
of 0,0703. Since this level of probability does not reach the
.05 level of significance, the null hypothesis VIb was not
rejected
.
In summarizing the TORI findings for all three groups,
one null hypothesis Via concerning no increase in undergra-
duate personal TORI was rejected. This hypothesis was
rejected at the .001 level ol significance. The other f
i
\
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null hypotheses under TORI, IVa, IVb, Va, Vb, and VIb, were
not rejected because pre-post test mean differences were not
at the
.05 level of significance. It is interesting to note
that while only one out of the six TORI null hypotheses was
rejected, all three study groups experienced some increase
in both personal and community TORI throughout the semester
in METEP.
Table 8 shows graphically a comparison between the
pre-and post-test results of the three sample groups' TORI
scale mean scores and the TORI scales in terms of the posi-
tive and negative poles and the middle point. While "cri-
terion" group means for the TORI are not available, this
investigator thought it would be interesting to show how the
study groups mean scores looked in relation to the total TORI
scale
.
All three study group scores on the personal and
community TORI for both pre-testing and post-testing fall be-
tween the middle point and the positive pole of the TORI scale.
It is interesting to note that the teachers and undergraduates
were somewhat higher than the graduate students in community
TORI at post-testing. The teachers experienced greater growth
in community TORI than in personal TORI from pre-test to
post-test. The undergraduates experienced more growth in per-
sonal TORI than community TORI from pre-test to post-test. The
undergraduates started out the highest on community TORI at pre-
testing and remained highest at post-testing. The graduates
started out the highest of the three groups in
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Table 8. TORI Scale Means for Three Samole Groups as Shown with the Pole"
and Middle Points of the TORI Scale.
Pretest
Personal Growth Community Growth
Personal Mutual Caring
Open Communi- Share With
cation Others Openly
Expresses Risk Being
Real Self Selves
Works With Strong Sense
Others Toward
Group Goals
Of Belonging
Positive Pole
Posttest
Personal Growth Community Growth
Personal Mutual Caring
Open Communi- Share With
cation Others Openlv
Expresses Risk Being
Real Self Selve s
Works With Strong Sense
Others Toward Of Belonging
Group Goals *
Positive Pole
-28
-16
-12
-8 -8
Negative Pole
~
~ Negative Pole
Impersonal Mutual Not
Caring
Impersonal Mutual Not
Caring
Cautious Share Cautiously Cautious Share Cautiously
Communication Don't Risk Communi cation Don't Risk
Does What Little Sense Does What Little Sense
"Should" Do
Leads Or
Follows Rules
Of Belonging "Should" Do
Leads Or
Follows Rules
Of Belonging
-4
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personal TORI at pre-testing and remained the highest on
personal TORI at post-testing. All three groups experienced
positive growth in personal and community TORI in varying
degrees throughout the semester of METEP.
Between POI and TORI T tem
s
While there was no hypothesis stated concerning the
relationship between the POI and the TORI scales, it was of
interest; to this investigator to see if any such relationship
did exist. Since the TORI is not standardized and POI is,
it is of interest to learn for purposes of TORI validation
and reliability if a relationship between these two instru-
ments is statistically evident. Further, this investigator
is in tei es ted in this relationship in terms of testing time.
The POI takes some 30 to ^5 minutes for participants to mark
while the TORI administration requires only 5 to 10 minutes.
If a significant relationship is found between the POI and
TORI items, perhaps other investigators would be interested
in determining if other populations score similarly on the
POI and TORI.
Table 9 shows the findings for the correlated t test
on the relationship between the POI and the TORI. Pre-test
correlations between the POI and the TORI show a relationship
at the .05 level of significance between POI inner-directed-
ness and the personal TORI items 0, R, and I. There is no
Table
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relationship shown between any of the other POI
and TORI scales at the pre-testing of all of the subjects'
(N=57) scores on the POI and the TORI. The post-test corre-
lations between the POI and TORI show significant correlations
between the POI time competence and inner-directedness and
the personal TORI items 0, R, and I, (TORI' is B.n acronym for
trust, openness, realization, and interdependence thus items
0, R, and I stand for openness, realization and interdepen-
dence). There was no significant correlation on pre-test or
post-test for the POI inner-directedness and time competence
and the TORI personal T, or trust, and any of the TORI com-
munity items. It is no surprise to this investigator that
neither pre-test or post-test correlation measures between
POI inner-directedness and time competence and TORI community
reach a level of significance. The POI is purported to
measure personal self-actualization and the TORI community
scale is purported to measure TORI in terms of community
growth. Since personal growth and community growth tend to
represent two different entities, then two instruments such as
the POI and TORI community which purport to measure one of
these types of growth would not tend to correlate significantly.
Subject Matter
Hypotheses
In order to examine the difference between the pre-
test and the post-test mean scores for each of the two student
groups on the bipolar adjective scales under the attitude
8 3
concept called subject matter, the following hypotheses were
tested $
VII j The graduate students will not increase in their
perceptions of che majority of the bipolar adjec-
tive scales under the attitude concept called sub-ject matter from pre-testing to post-testing as
manifested on the SD.
VIII: The
. undergraduate students will not increase in
their perceptions of the majority of the bipolar
adjective scales under the attitude concept called
subject matter from pre-testing to post-testing as
manifested on the SD.
Table 10 shows the results of the correlated t test
which was the statistical procedure used to measure the level
of change for each of the nineteen scales under the attitudes
toward the concept subject matter from pre-testing to post-
testing for both the graduates and the undergraduates.
The results show that there was a significant (P<
.05,
.003., .0001) change in the mean scores for both student groups
on sixteen out of nineteen bipolar adjective scales relating
to subject matter from pre-testing to post-testing. Since
the majority of the bipolar adjective scales under the concept
subject matter did change significantly from pre-testing to
post-testing for both the graduates and the undergraduates it
was decided to reject the null hypotheses VII and VIII which
states there will be no such change.
These findings indicate that there is a statistically
significant relationship between the bipolar adjective scales
of subject matter and the attitude concept called subject
matter. As mentioned earlier, it was decided not to sum
Table
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these scale scores arriving at an attitude score as Osgood
(1957) recommends.
It is interesting to note that both student groups
showed no significant change on the same three bipolar adjec-
tive scales. These scales are subjective-objective, intrin-
sic-extrinsic, and complex-
-simple.
In summary the two null hypotheses raised concerning
students' perceptions of the relationship between the bipolar
adjective scales and the concept subject matter did change
f1 cm pre- casting to post-testing. This change was significant
at the .001 level of probability for the undergraduates and at
approximately the .01 level for the graduate students. The
students' scores on sixteen scales out of nineteen changed
significantly for both groups from pre-testing to post-testing.
From a possible high score of seven points on each scale the
two groups averaged a median score of 4. 00 at pre-test for
most of the scales and approximately 6.2 at post-test. These
findings indicate that both groups' scores increased signifi-
cantly on the majority of scales under subject matter from
pre-testing to post-testing.
The Helping Relationship
Hypotheses
In order to examine the difference between the pre-
test and post-test mean scores for each of the three study
groups on the bipolar adjective scales under the attitude
86
concepts of the helping relationship called "me," "others,"
and teaching purposes," the following hypotheses were tested
i
IX t The teachers
. will not increase in their perceptions
of the majority of the bipolar adjective scales un-der the concepts of the helping relationship called
mysell
,
others, and teaching purposes from pre-
testing to post-testing as manifested on the
semantic differential.
Xj The graduate students will not increase in their
pel cep Lions of the majority of the bipolar adjective
scales under the attitude concepts of' the helping
relationship called myself, others, and teaching"
purposes from pre-testing to post-testing as mani-
fested on the semantic differential.
XI t The undergraduates will not increase in their per-
ceptions of the majority of the bipolar adjective
scales under the attitude concepts of the helping
relationship called myself, others, and teaching
purposes from pre-testing to post-testing as mani-
fested on the semantic differential.
Tables 11, 12, and 13 show the findings for the three
groups on all three parts of the helping relationship. Each
table shows one part of the helping relationship for all
groups. The findings were presented for all three groups on
a single concept, rather than presenting all three concept
findings for each group. It was thought it would be interest-
ing to show’ all three groups on each of the concepts in order
to observe how they scored similarly or differently. However
the three groups will not he compared statistically as
mentioned earlier.
Teachers
The teachers' perceptions of the majority of the bi-
polar adjective scales under all of the attitude concepts of
the helping relationship, myself, others, teaching purposes,
Table
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did not change significantly from pre-testing to post-testing
as seen in the low-correlated t values. Therefore the null
hypothesis concerning no change in the teachers’ perceptions
of the helper relationship scales IX was not rejected. While
there was a significant increase at the .05 level of probabi-
lity for the moan score changes on the scale wise-foolish
under the attitude concept myself and for the scales attract-
ing-repelling and intrinsic-extrinsic under the attitude con-
cept of my purposes or teaching purposes, these scales
represent only three out of a total of 5? scales. Since the
majority, 54, of the bipolar scales for the teachers' under
the helping relationship did not change significantly, it was
not possible to consider rejecting the null hypothesis.
Graduate Students
The results of the correlated t tests on the change
scores of the 57 bipolar adjective scales of the helping re-
lationship attitude concepts of myself, others, and purposes
for the graduates, show that the majority of the scales did
not change significantly from pre-testing to post-testing.
Only three scales out of 57 changed significantly at the .05
level of probability. Therefore the null hypothesis X which
stated there would be no change was not rejected.
Undergraduate Students
The results of the correlated t tests on the change
scores of the 57 bipolar adjective scales of the helping
relationship attitude concepts of myself, others, and purposes
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for the undergraduates, show that the majority of the scales
did not change significantly from pre-testing to post-testing.
Only two scales out of 57 changed significantly at the
.05
level of probability. Therefore the null hypothesis XI which
stated thc_e would be no change was not rejected.
In summary, there was no significant change found in
any of the study groups for the majority of the 57 bipolar
adjective scales under the attitude concepts of the helping
relationship, myself, others, and purposes, from pre-testing
to Post-testing. Therefore none of the null hypotheses IX, X
or XI were rejected. These findings point out that there is
no significant relationship between the 57 bipolar adjective
scales and the attitude concepts of the helping relationship.
Table 14 shows the direction in which all three group
mean scores moved from pre-testing to post-testing on all
three attitude concepts. In the lower right hand corner of
the table the directional totals for all of the scales for all
groups show that there were total mean scale increases of 91,
deci eases of 62
,
and 18 incidences where scales remained the
Sdine from pre-testing to post-testing. It appears that while
approximately one-half of the total mean score changes from
pre-test to post-test were positive increases, the other half
either changed negatively or remained the same. Looking
across the groups at single concepts, the most positive changes
occurred for myself and purposes. The attitude concept,
others, experienced the most negative changes for all three
groups totalling a minus 2 7 points. The student groups
Tablo
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tended to show more decreases on all three concepts than the
teachers. While the changes shown on this table are in-
teresting, they must be taken with caution, since the mean
change scores often varied only slightly from pre-testing to
post-testing. Looking over all of the scales and groups, this
investigator finds a good deal of similarity in mean scores
and mean score changes.
Summary
Significant changes were found in the following
instances
:
1) The graduate and undergraduate students' self-actuali-
zed mner-directedness;
2) The undergraduate students' growth in personal
openness and trust;
3) the graduate and undergraduate students' perceptions
of the relationship between the scales of and concept
called subject matter.
AH of the other pre-post changes in the subjects' perceptions
did not show statistical significance at the .05 level of
probability.
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CHAPTERV
DISCUSSION AND IMPLICATION OF
THE FINDINGS
The present research effort attempted to determine if
there would be any change in the perceptions of the teachers
and students of an open education teacher preparation program
in the area of sell
-actualization, personal and community
TORI (trust and openness), subject matter, and the helping
relationship. The conc3.usions and implications of the re-
search i indings are found in this chapter under the appropri-
ate categorical headings.
Conclusions and Discussi on o f
Findings
Self-Actualization
The graduate students and undergraduate students in-
creased positively in their self-actualized inner-directedness
from pre-test to post-test. This increase was significant
(P4 .05). The graduate and undergraduate students' change
scores in self-actualized time competence were not significant.
The teachers' changes in self-actualized inner-directedness
and time competence were not statistically significant. In-
creases of the subjects' scores in time competence indicate
that they were becoming increasingly time competent and living
in the "here and now" more than the past or future. Decreases
indicate subjects' were living more in the past and future and
becoming more time-incompetent, according to Shostrom (1966).
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The findings for all three groups on the POI show that
both student groups experienced greater growth increases than
the teachers, in time competence and inner-directedness.
These student increases may be due to the fact that the stu-
dents were involved in a good deal of decision making through-
out the semester. The significant increases in the student
inner-directedness could be due to their having to use more
origin behaviors than pawn behaviors in METEP. The teachers
were often required to use origin behavior too, as in situa-
tions in which they made program changes in response to their
needs as well as those of the students. The teachers started
out the semester just below the self-actualized mean for inner
cti rec oedne ss and scored above the self-actualized mean at
post-test. This increase may have been due to their use of
origin behavior. A3. so, throughout the semester as students
provided professors with positive feedback concerning METEP,
the professors' self-concepts may have raised.
As was suggested in Chapter III the graduate students
did score a good deal higher than the undergraduates on the
pre-testing of the POI. Perhaps Aspy's (1969) findings that
undergraduates tend to be operating at Maslow's security level
during teacher education suggests a reason for the undergrad-
uates' scoring nearer the non-self-actualized mean and the
norm mean than the self-actualized mean at pre-testing. On
the other hand, the graduates scored considerably higher on
inner-directedness and time competence at post-testing.
Perhaps they experienced such growth because they were
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operating on a higher need level than the undergraduates and
teachers throughout the program. As mentioned earlier, the
graduate students had had a number of personal and professional
experiences which may have contributed to their operating at
a higher need level than the undergraduates.
Since no control group was used in this study, it is
difficult to know how much the METEP experience affected these
scores and hov much they were influenced by concurrent experi-
ences such as dating and private lives. A number of the METEP
students bold this investigator during the semester that they
felt the METEP experiences were a part of their total living.
For example, one student claimed that she could not discern
where her private life began and her METEP experiences left
off since she felt they were so intermeshed. Other comments
such as this led this investigator to suspect that perhaps
the METEP experience did affect the students' overall percep-
tions.
An explanation for no significant increase in time
competence may he that the methods preparation phase of
teacher education tends to be futuristically oriented in that
students learn methods and approaches which they are to apply
at a later date. Even though METEP did focus on the involve-
ment of students in the on-going experiencing of the ideas
presented, the METEP program is consciously futuristically
oriented. Perhaps a teacher education program which is ex-
perientially based in the here and now would tend to increase
the time competence of both staff and students. The
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Bank Street Model of teacher preparation involves professors
and teacher trainees directly in elementary classrooms through-
out teacher preparation, as do other programs. This investi-
gator feels that the concept of time competence would have to
he investigated further to determine whether or not time com-
petence is a relevant concept for teacher education in regard
to the development of positive personal growth of students
preparing to be teachers.
Personal and Community TORI
The undergraduate students' change scores were signi-
ficant (PC .001) in personal TORI from pre-test to post-test.
Pre-post lest changes in the following areas of personal and
community TORI were not significant: undergraduate community
TORI
,
graduate personal and community TORI, and the teechers*
personal and community TORI. The findings of the TORI for
all three groups suggest that the METEP educational environ-
ment contributed to the positive growth in personal and commu-
nity TORI of the METEP participants.
Although only the undergraduates showed a significant
increase in personal TORI, all groups showed an increment in
score. The undergraduate scores in personal TORI increased
significantly as did their inner-directedness on the POI.
The undergraduates scored lowest of the three groups in per-
sonal TORI and self-actualization, inner-directedness on the
pre-test and experienced significant growth in both areas.
Evidently the METEP experience provided an environment in
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which the undergraduates could grow in areas of need such as
self-actualization. The literature suggested that the
teacher's person does affect student growth} therefore it be-
came the focus of this investigation to help students grow
toward self-actualization during teacher education. According
to the findings, increases in personal growth did occur in
both student groups on the POI and the TORI as a result of the
METEP experience. The teachers' low increase in personal
TORI did not seem to hold the students back from increasing
in personal TORI. Both student groups scored higher than the
teachers on personal TORI at post-test. These findings sug-
gest that the teachers do not necessarily set the standard for
the amount of growth experienced in personal trust and open-
ness in the open classroom, but, rather, that the student
groups may excel them and develop levels of trust and openness
based on their own experiencing. It would be interesting to
study the effects of maturity on these scores. Perhaps the
open classroom tends to be a learning environment in which
both teachers and students are free to grow at their paces
without unnecessarily hindering another's growth. This is
only speculation at best, but it may be that student growth
in the open classroom is not nearly as dependent on particular
teacher characteristics as it is on teacher attitude. For
example, open education teachers may simply need to be basical-
ly positive persons with facilitative and diagnostic skills
which can enhance student growth with the result that both
teachers and students continue to grow in their own ways at
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their own pace. This of course means that the students may
excel the teachers in growth or vice versa, depending on the
interests and needs of either of the groups or individuals.
Whether or not the students would tend to regress in self-
actualization with maturity would he an interesting study
focus. Maslow (195*0 does suggest however that he finds in-
creasingly greater self-actualisation in older more mature
persons than, he does in younger persons.
The teachers and the undergraduates experienced
greater growth in the community TORI (trust, openness, reali-
zation, and interdependence) than the graduate students did.
This may have been due to the fact that the fourteen graduate
students developed a group feeling among themselves the first
week of the program. The graduates held their first all group
meeting the day before the pre-test was administered. A feel-
ing of community began to develop as a result of this meeting.
This feeling of graduate cohesiveness continued throughout
the program, hence it may have been that the graduates felt
little need to mix into the larger group thus developing
community throughout METEP.
While the teacher sample size was small, making it
difficult to achieve significance in change, that group did
show positive growth in community TORI. This growth may have
resulted from the staff working together through a number of
problems, such as program limitations and lack of understand-
ing among staff members and between staff and students.
Toward the latter part of the semester, these problems were
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aired at total METEP community sessions. During these ses-
sions bo th staff and student concerns were shared along with
group planning of certain METEP guidelines. These concerns
included such items as the selection of next spring semester's
student teaching classrooms. These sessions were an indica-
tion of increased personal and community TORI in the
participants. The undergraduate scores remained the highest
in community TORI at both testings. This high rating in com-
munity trust and openness may have been due to the fact that
the undergraduates had the largest membership of the three
groups. Also a number of the undergraduates reported to this
investigator and other staff members that they felt left out
of the graduate group. This may have caused them to form a
more cohesive group among themselves and with the teachers
throughout the semester. Perhaps if TORI were taught directly
as Gibb (1968) suggests, subjects' scores would have been
higher on TORI at post-test. The experiences of METEP in
which students and teachers were grouped together in a select
program may have increased undergraduate community. METEP
used the same two adjoining classrooms throughout the semester
in which on-going METEP projects and ideas became the working
part of the environment. For many undergraduates, this was a
place to go, to discuss problems, and to gain support for
ideas.
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The P0I-T0RI Correlations
The correlation study between the POI and TORI results
show that on the post-test results the POI inner-directedness
and time competence and the personal TORI items 0, R, I, re-
late significantly. There was no relationship between the POI
and the community TORI items. This lack of relationship gives
support to the fact that there is a relationship between POI
and TORI measures. There should be no relationship between
the POI and the community TORI as the first test measures
personal growth and the latter measures community growth.
Since it is assumed that personal and community growth are
different, a personal growth instrument such as the POI could
not be expected to correlate significantly with a community
growth instrument such as the community TORI. While it is
felt that the sample size of this study was not large enough
to offer more substantial findings on the POI -TORI correlation,
the findings strongly suggest that such a relationship exists.
It may be of interest to future investigators to explore this
relationship further, particularly since the TORI can be
administered quickly and easily compared to the POI which is
quite involved and takes some 30 to 40 minutes to mark and
several minutes of computer time to score. The TORI takes
approximately 5~i0 minutes to mark and about 2 minutes co
hand score.
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Subject Matter
Tho graduates and undergraduates increased in their
perceptions of the subject matter scales of the open educa-
tion teacher preparation program. These increases were sig-
nificant (P<.03 and P<.0001).
Both the undergraduate and the graduate student groups
indicated thac the METEP subject matter related more closely
to those adjectives which reflected effective helper purposes
and meaningful subject matter. The subject matter they ex-
perienced before METEP was more closely related to the purposes
of ineffective helpers and meaningless subject matter (Combs
fJLil-L' * ) • Specifically the METEP subject matter was per-
ceived by the students to be more attracting, friendly, open,
meaningful, important, beneficial, pleasurable, and voluntary
than their views of subject matter previous to the METEP
experience. Combs ( et al . 19?1) states that subject matter
must be relevant to the purposes and needs of the learner be-
fore personal growth can occur. The study findings suggest
that the students did see the METEP subject matter as related
to their needs and purposes and that corresponding personal
growth did occur as manifested in the increased student inner-
directedness on the POI and increased personal trust and
openness on the TORI. The suggestion here is, that for per-
sonal growth to occur in the students, they would have to
perceive the METEP subject matter as meaningfully related to
their needs and purposes. While a relationship between the
students' view of the subject matter and their personal growth
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was not hypothesized
,
it was suggested in the literature on
the relationship between subject matter meaning and personal
growth (Combs et_al. 1971). So, while the findings of this
investigation cannot state a relationship between student
views oi subject matter and student personal growth, the
relationship is suggested here in the hope that other investi-
gators may later be interested in testing such a relationship.
>
Helping Relationship
The majority of the teachers', the graduate students',
and the undergraduate students' did not increase significantly
in chcii perceptions of the scales of the helping relation-
ship from pre “testing to post-testing.
The particular adjective scales selected by this
investigator To reflect the meaning of the helping re3.ation~
ship discussed in Combs ( et al .
.
1971) did not change signifi-
cantly in relation to the attitude concepts myself, others,
and purposes as manifested on the semantic differential. The
reason the participants' scores did not increase significantly
may have been due to the fact that the SD is a behavioral
self-report instrument (an instrument on which someone reports
on himself) which Combs ( et al . 19651) finds cannot measure
self-belief s. The literature on the measurement of one's self
is contradictory as Rogers (1951) and Allport (1955) support
self-report as a measure of self-concept or self-beliefs and
Combs ( et al . 19651 ) disagrees. Purkey (1970) suggests that
a combination of self-report plus inferential measurement
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techniques may be the most comprehensive and accurate approach
to assessing one's perceptions relating to self-concept.
Another explanation for the lack of significant change in the
participants' views of the adjectives used to describe myself,
others, and helper purposes, may be due to the fact that the
scales selected by this investigator to reflect the meanings
of the helping relationship were inappropriate though discus-
sions with tlie criterion group did not indicate this. Another
possible explanation for lack of pre-post test change is that
the participants' scores on the helping relationship pre-test-
ing were sufficiently high as to warrant little change at
post-test. An explanation for the students' lack of change
may be due to the fact that the concept "others" and "purposes"
related to ideas in the future more than in the present. For
example, it may have been difficult for the students to relate
to their purposes as a teacher when they were still in the
methods training phase of teacher preparation. However, all
of the students had on-going tutoring experiences in local
elementary schools. On post-testing, both student groups
showed slight decreases on a number of the helper scales which
may support a number of the findings from other research
regarding students' attitudes during student teaching. Day
(1959) and Newsome (1965) found that student teaching attitudes
tended to become less positive toward students and teaching
after their initial teaching contact than they had been before
student teaching. Thus the METEP tutoring experience may have
'
served as the initial teaching contact and some of the
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students' attitudes toward the helping relationship decreased
accordingly. Studies in student-teaching attitude change at-
tribute lower post-test attitude scores to the student-
teachers becoming less idealistic and more realistic about
what they are able to do as teachers (Bunker 1970)
.
The METEP teachers also experienced a few decreases
in the post-testing of the helper relations. This may have
been due to the fact that this was a new program that they
had high hopes for and that they discovered along the way
that some of their views of the helping relationship decreased
slightly as a result of their dealing with the day to day
problems of METEP,
Implications for Teacher Educati on
The findings in the self-actualization of the teachers
and students of METEP suggest that something happened during
the semester that caused the participants to score higher on
time competence and inner-directedness at the end of the
semester than at the beginning. Gibb's (1970b) work suggests
that such growth does not occur where trust and openness are
not evident and de Charm's (1971) studies in origin climates
suggest that students who are involved in the decisions,
structures, and evaluation concerning their own learning do
increase in self-actualization. The METEP experience offered
students and teachers many opportunities to make decisions
based on the on-going needs of all involved. Clearly, the
findings in all of these areas: self-actualization, personal
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and community TORI and subject matter, suggest that increases
in each of these areas is important if growth in self-
actualization is to occur. Even though many of the mean
pre-post increases were not significant, some growth did occur
in all of these areas except for the teachers' time competence
which decreased
.125,
The suggestion this investigator would like to make
from this research is that it is important for teacher
educators to observe more about students-in-training than
their grade point averages, the courses covered, and the pro-
ducts of their training in terms of lesson plans, units, and
projects. While these areas may all contribute to effective-
ness as teachers, it is also important to focus on the
personal giowth or sell
-actualization of the student prepar-
ing to become a teacher. With student growth toward self-
actualization as a goal in teacher education, it has become
the locus o 1 this investigation to show how comprehensive
educational planning can achieve this goal. Successful educa-
tional planning is based on the identification of assumptions
and goals, followed by a definition of the leadership style,
the climate, the subject matter, and the demand character-
istics which will support movement toward these goals. The
following figure is an attempt to illustrate this idea.
10 ?
The lines of the figure represent the processes of education
including the goals and the basic assumptions. The overlap-
ping circles identify the areas which need to be clarified in
relationship to any particular set of goals and assumptions.
For example, if one assumes students can make decisions in
learning, and goals of increased student mner-directedness
are established, then this investigator is suggesting that
such grow th will probably take place where i 1) the 3.earninf*
climate is a TORI environment and is based on trust and open-
ness, 2) leaders feel able and competent as persons, 3)
where the students are expected to make decisions in their
learning, and 4) the subject matter is related to student
purposes. It is suggested that all four of these components
have to be defined in the light of particular goals and
assumptions for goal achievement to become a reality in
education.
This study strongly suggests that in order for teacher
education to be successful in reaching particular goals, that
the on-going educational experiences must be defined and
clarified in light of the particular program goals and
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assumptions. The purpose of this investigation has been to
explore those educational experiences, leadership, and cli-
mates which tend to support student growth toward self-
ac tuali za t i on
. In this study the students' growth toward
self-actualization was accomplished through a teacher prepara-
tion program based on open assumptions of learning in which
students became increasingly responsible for the decisions
concerning their learning.
Suggestions for Further Research
The use of a control group in a study such as this
could help to further clarify and define those kinds of edu-
cational environments and experiences which promote student
growth in self'-actualization during teacher preparation. An
experimental design using a control group would tend to reduce
the effects of the intervening variables, such as the influence
of the students' private lives on their self-actualization.
Also it is suggested that student interviews, case studies,
and observations by impartial observers, may provide additional
information on student growth which seems impossible to gain
by only self-report instruments. Variations on the open edu-
cation experience during teacher preparation could also be of
value to explore in terms of both staff and student personal
growth. Involving children directly in the program may in-
crease subjects' time competence. In addition, it might be
helpful to observe student growth in teaching competencies
along with their personal growth in the open classroom.
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Another research focus would be to examine a situation in
which the staff makes a deliberate effort to provide a model
of the open classroom for the students. For example, since
community is an important part of the open classroom, perhaps
the staff could model such community through their interac-
tions with one another. These interactions might take the
form of staff members helping each other teach and problem
solve with students. While the METEP staff did interact and
help each other a good deal, perhaps such staff interdependency
could be emphasized even more in a future study.
The literature suggests that a strong positive rela-
tionship exists between de Charm’s (1971) origin behavior and
the growth of inner-directedness. Therefore a study of stu-
dent changes in inner-directedness as a result of their
experiences in a 'pawn” educational environment might prove
fruitful. Research which focused on the need levels (Aspy
1969 ) of students in teaching at both the undergraduate and
graduate levels of preparation may reveal more information on
the readiness of these two groups for teaching. In regard to
the time competence concept, it would be interesting to
further explore this idea in relation to teaching effective-
ness in the open classroom. Such questions as "are time
competent teachers more effective in open classroom management
than time incompetent teachers,?" may be of interest.
Definitions of persons having positive self-concepts may also
be explored. V.’hile self-actualization was used in this study,
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effective leaders as defined by Mersey and Blanchard (1969)
may offer a definition for those with positive self-concepts.
This study observed both teacher and student growth
in an effort to understand how teacher and student growth
interacts or is different. According to the findings in this
study, student post-test growth sometimes surpassed teacher
growth, as in the graduate students' self-actualization. It
may be fruitful to investigate the relationship of student
and teacher personal growth in open education as contrasted
with traditional education environments. Also it may be of
value to observe different teaching styles and various teach-
ing environments to determine which educational circumstances
do tend to increase trust the most as measured by Gibb's (1968)
TORI theory of growth. In regard to the students' attitudes
toward the subject matter of teacher preparation, Combs ( 19 ? 1 )
suggests that subject matter which relates to student purposes
and needs will aid in their personal growth. It could be
helpful to explore whether or not the subject matter of other
open education teacher preparation programs and traditional
programs would he seen by students positively, as was the
METEP subject matter. Another suggestion would be to do fol-
low-up research on METEP in addition to follow-up studies of
METEP students during student teaching and early teaching
employment.
While the subjects' pre-post changes on the helping
relationship section of the semantic differential were minimal
in this study, perhaps if this instrument were administered
Ill
again, after the student teaching experience, the students
would show greater changes. It may be that, as Combs (et al
.
1965) suggests, inferential measurement techniques are needed
bo measure self-concept rather than self-report techniques.
In this case one may refer to Purkey (1970) who suggests that
boxh self-report and inferential measurement techniques are
needed to measure self-concept.
In conclusion, this study has found that the open
classroom does provide an educational environment in which
both teachers and students experience some growth personally.
In the event that there is interest in the replication of
part or all of this study, and if more information is needed
on METEP than is provided in chapter III and Appendix B of
this study, interested persons should write to the METEP
Teacher Education Staff in the School of Education at the
University of Massachusetts in Amherst.
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IlIgJiIdUll.ionG for the Semantic Diffe rent ial
^r «««+, ?
he
. P^
rpos
?
of ^is study is to measure the meanings
8P-un^\^H nf to various people by having them judge themagainst a series of descriptive scales. In taking this testplease make your judgments on the basis of what these things’mean to you. On each page of this booklet you will find a "diiieren
, concePt to be judged and beneath it a set of scalesYou are to rate the concept on each of these scales in order.
Here is how you are to use these scales s
.
y°u feel that the concept at the top of the page
\s Xgyy closely, related to one end of the scale, you shouldplace your check-mark as follows:
Fair X.
Fair
Unfair
.X Unfair
If you feel that the concept is quite cl o sely related
to one or the other end of the scale (but not extremely)
,
"you
should place your check-mark as follows:
Strong
»
X t i j : t Weak
or
Strong
_ : : : : g : Weak
If the concept seems only slightly relat ed to one
side as opposed to the other side '(but not really neutral)
,
then you should check as follows:
Active
: g X g _ g : t __ Passive
or
Active
: :
t
:
X :
:
Passive
The direction toward which you check, of course, de-
pends upon which of the two ends of the scale seem most
characteristic of the thing you're judging.
If you consider the concept to be neutral on the scale,
both sides of the scale equally associ ated with the concept,
or if the scale is completely irrelevant, unrelated to the
concept, then you should place your check-mark in the middle
space
:
Safe
« :
t
« :
i Dangerous
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IMPORTANT
»
(1)
Place your check-marks In the middle of
spaces
,
not on the boundaries
»
THIS NOT THIS
» » X t t X
(2) Be sure you check every scale for every
concept -- do not omit any,
(3) Never put more than one check-mark on a
single scale.
Sometimes you may feel as though you've had the same
item before on the test. This will not be the case, so do not
look back and forth through the items. Do not try to remember
how you checked similar items earlier in the test'. Make each
item a separate and independent .judgment. Work at fairly high
speed. through this test. Do not worry or puzzle over indivi-
dual items. It is your first impressions, the immediate
"feelings" about the items, that we want. On the other hand,
please do not be careless, because we want your true
impressions.
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(Pretest)
MY PERCEPTIONS OF SUBJECT MATTER AS A STUDENT
UP UNTIL NOW
Attracting
Revealed
Extrinsic
Friendly
Meaningless
Non- contemporary
Wise
Important
Compulsory
Closed
Beneficial
Hopeful
Painful
Inelastic
Colorful
Interesting
Complex
Subjective
: : :
• •
«
•
} i
«
*
5
t
•
•
s
#
? (
•
1
:
• •
•
:
.
: l
•
•
:
•
Evaluation Number
Repelling
Concealed
Intrinsic
Unfriendly
Meaningful
Contemporary
Foolish
Unimportant
Voluntary
Open
Harmful
Hopeless
Pleasurable
Elastic
Color],ess
Boring
Simple
Objective
WideNarrow
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SUBJECT MATTER (Posttest)
MY PERCEPTIONS OF SUBJECT MATTER AS A STUDENT IN
THE INTEGRATED DAY TEACHER EDUCATION PROGRAM
Evaluation Number
Attracting
: :
•
:
_
5 Repelling
Revealed •
* «,
S i Concealed
Extrinsic t •« Intrinsic
Friendly e
—
‘‘
~
•
*
*
_
Unfriendly
Mean ingle ss :
—
5
_
•
.—
*
.
—
*
—
*
—
Meaningful
Non “-Cont emporary «
_
S
_ _ ——
* * Contemporary
Wise •t • Foolish
Important 9 t
_
i i Unimportant
Compulsory t 1 «• « Voluntary
Closed t i
_
J
*
s t Open
Beneficial « * :
*
,,
•
• ! Harmful
Hopeful • • • 9 < Hopeless
Painful • i
_
:
• •
• Pleasurable
Inelastic •• • s i J Elastic
Colorful t •9 •t
_
:
Colorless
Interesting 99 i s J •* S Boring
Complex : • •9 •• s • Simple
Subjective s t 99 : • : Objective
Narrow • 1 9 • s j Wide
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MYSELF
MY PERCEPTIONS OF MYSELF
Evaluation Number
Repelling j •• s S j Attracting
Concealed
s
e
: : Revealed
Intrinsic
——
•
.
•
•
* Extrinsic
Friendly
—
_« Unfriendly
Meaningless •
•
*
-
*
_ Meaningful
Contemporary i Non-contempo
Harmful
*
.
•
•
*
_
rary
Beneficial
Bungling »
• Skillful
Unsociable •
• j s Sociable
Honest s t•
• Dishonest
Successful • •
•
w *
*
• ! Unsuccessful
Wise « <i 4 * « : Foolish
Identified • •
•
—
•
•
_ _
! Anonymous
Unimportant •t ? 4 • * Important
Closed t j j • Open
Inconsistent • •• * s • •• Consistent
Unintelligent : : •t • • Intelligent
Interesting : * •• Boring
Inelastic : t t •< • •4 Elastic
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OTHERS
IHY PERCEPTIONS OP THE OTHERS I WORK WITH, WHEN I AM THE
HELPING PERSON
Evaluate on Number
Repelling : : • ft • : Attracting
Concealed • »
• •
•
•
•
• Revealed
Intrinsic • »
• •
• •
• Extrinsic
Unfriendly • •
• »
_
j s
_—
* s Friendly
Meaningful : : : • # Meaningless
Contemporary i •« •
—
J
—
: Non -Contempo
-
rary
Dishonest t t : s Honest
Beneficial • »t «
—
*
• • Harmful
Unsociab]
e
• •
• • t ?
• Sociable
Foolish • •• • # s : Wise
Hopeful : i
—
*
—
' !
ft Hopeless
Quarrelsome t :
—
*
ft
j Congenial
Inconsistent • c• •
—
*
ft Consistent
Aimless i ! *
_
ft Motivated
Careless : : ftft
~
*
-
Careful
Important : :
—
*
ft
* Unimportant
Inelastic s s : : Elastic
Objective : t • • : s Subjective
Interesting : : : • • Boring
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PURPOSES
'
MY PERCEPTIONS OF MY PURPOSES AS A TEACHER
Attracting
Revealed
Extrinsic
Unfriendly
Meaningful
Non
-Contemporary
Closed
Intentional
Painful
Compulsory
Egotistic
Approaching
Untimely
Consistent
Subjective
Elastic
Simple
Free
r
:
: :
• •
Evaluation Number
Repelling
Concealed
Intrinsic
Friendly
Meaningless
Contempo rar
y
Open
Unintentional
Pleasurable
Voluntary
Altruistic
Receding
Timely
Inconsistent
Objective
Inelastic
Complex
Constrained
Wide Narrow
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2
.
3 .
4.
by Jack Gibb
My Feelings of Me
check
_1X1 on the scale at a point which annroxi.
MrwxLX t!.
K your
.
feelings about yourself AT THISE^.T- ln comparison to the persons described. ~
1 . Person A is personal.
When with another person
he acts and talks as he
feels about them at that
moment
.
I
1
Person A expresses his
feelings directly and
frankly. He deeply
values open communica-
tion.
Person A often does what
he deeply wants to do and
tries to express his real
inner self.
Person A likes to do
things with others. He
is comfortable working
with them to achieve
common goals with a
minimum of control.
Personal is often impersonal,
When with another person his
actions and speech usually
depend upon who the person
is, their relationship and
the situation.
1
Person B is cautious about
expressing his real feelings.
He deeply values being tact-
ful and making a good"
impression on others.
Person B often does what he
feels he should do and tries
to fulfill his obligations
as a responsible person.
Person B likes to lead or to
be led. He is comfortable
with a form of organization
in which the rules are clear-
ly stated and followed.
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My Feelings of the Group
Evaluation Number
on the scale at a point which annroyi
aroo
C
^S°?oy?hef|S»^e 8o^rUP
Appendix B
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THE MODEL ELEMENTARY TEACHER EDUCATION PROGRAM
(METEP)
Bill Masalski
and METEP staff
METEP is a program which provides participants with
those competencies necessary to function effectively in in-
tegrated day programs or any educational setting where activelearning is emphasized. The METEP philosophy encourages a
student to assume much of the responsibility for his own
learning. The teacher s responsibility is to expose the stu-dent to a rich environment oi materials, to encourage him tobecome self-direc ting, to permit him to become more intenselyinvolved with those activities which interest him, and by
continual diagnosis and assessment of his intellectual growth
and development to guide him to experiences which will allow
him to maintain a maximum rate of growth and development in
ail areas of concern. In this way, the student learns how
to learn and develops an ability for self-education. The
evidence that a teacher teaches as he has been taught has
led the METEP staff to believe that the METEP participant
who is himself exposed to this approach will indeed pattern
his teaching in similar fashion.
METEP is basically a two semester sequence with op-
portunities for extended involvement beyond the second semes-
ter for those who wish to continue this program. The program
is open to freshmen, sophomores, juniors and seniors,
although students are counseled not to wait until their
senior year to begin the sequence.
During the first semester of the sequence, the fifty
students in the program participate in an 18 credit hour of-
fering centered on the areas of Curriculum, Aesthetics, Human
Relations, Social Studies, Language Arts and Reading, Science,
Mathematics and Special Problems in Education concerned with
the integrated day and active learning approaches.
During the full second semester of the two semester
sequence METEP participants serve internships in integrated
day settings with carefully selected and specially trained
supervising teachers affiliated with the program. They earn
15 credit hours for this experience.
Except for the regular University requirements, the
METEP program has no "outside" requirements. However,
courses which the METEP staff highly recommend to be taken
by the students prior to or after the experience in the METEP
program include: Zoology 200 (meets a University "E" re-
quirement)
,
Botany 200 or Physics 123 (courses specifically
designed for elementary education majors) , anyone of several
educational psychology courses, and any one of the Philosophy
of Education courses.
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The required course work and internship of the METEPprogram more than adequately meet the state certification
requirements. If the student also takes the recommended
courses outlined above, he will not only be certified in theCommonwealth of Massachusetts but he will also meet the
requirements of many other states as well.
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"Ideas About Children and the Process of Learning"
1. Children’s innate curiosity and self-perpetuating ex-ploratory. behavior should form the basis of theirlearning In school j they should have the opportunity
to pursue interests as deeply and for as long as thepursuit is satisfying.
2. Providing. for sustained involvement requires a flexible
and individualized organization of time.
3« Children are capable, with varying degrees of support,
of making intelligent decisions in significant areas
of their own learning.
4. Individual children often learn in unpredicted ways,
at their own rate, and according to their own style!
5. V/ork and play should not be differentiated in the learn-
ing process of children because play is a child's way
of learning.
6. Knowledge. is a personal synthesis of one’s own experience
the learning of "skills" and "subjects" proceeds along
many intersecting paths simultaneously.
7« Traditional techniques of evaluation do not necessarily
measure those qualities of learning which are most im-
portant, and may have a negative effect on learning.
8. Looking at a child's development over a long period of
time is more useful for evaluation than comparing him
with his peers or a standardized norm.
9. Children have the right to make important decisions
regarding their own educational experience.
10. The child must be valued as a human being, treated with
courtesy, kindness and respect,
11. The child's life in school should not be viewed primarily
as a preparation for the future; each child's experiences
are justifiable in themselves and are not dependent upon
future performance for justification.
12. With a few consistent, reasonable, and explicit rules
and limits, children are able to be more free and
productive
.
13. An accepting and warm emotional climate is an essential
element in children's learning.
1^. Learning is facilitated by relationships of openness,
trust, and mutual respect.
15. Fear of making mistakes or of not doing well impedes a
child's progress in learning.
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16. Objectives of education should include, but
-o bevond
Jlssemination of knowledge, and concept
17 .
acquisition.
iho function of school is to help children learn +n
^quire both the ability and the willingnessto extend their intellectual and emotional rescues
^nd bring them to bear^in making decisions, organizingexpel lence
,
and utilizing knowledge.
Adapted by Masha Rudman from
Roland Barth and
TDR Associates Report
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There are three key differences between this kind of
education and a traditional approach.
1. Attitude
We proceed under the assumption that children are
capable of learning to make choices and judgments about
their own abilities and needs. We assume that the
teacher serves as facilitator, guide, and co-learner.
2. Materials
There may not be more materials in terms of numbers of
things in this kind of classroom, but there will
-
be a
much greater diversity of materials. Seldom will there
be more than five of any one book or game or material.
The principle involved here is that children and mat-
erials interact differently depending on the time, the
children, and the materials.
3. Scheduling
A child in an integrated day classroom has more opportu-
nity to stay with or leave an activity according to his
current interests and/or needs.
The above are comparative degrees. Our goal is that
you begin to move toward the changes fully described above.
The classes in which you will .intern are only beginning to
move in this direction. Please do not feel pressured. We
would, however, like you to feel committed.
Masha Rudman
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ASSUMPTIONS ABOUT LEARNING AND KNOWLEDGE
By Roland S. Barth
I. Assumptions About Children's Learning
Motivation
Assumption 1: Children are innately curious and will
explore their environment without adult
intervention.
Assumption 2: Exploratory behavior is self-perpetuating.
Conditions for Learning
Assumption 3* The child will display natural explora-
tory behavior if he is not threatened.
Assumption 4t Confidence in self is highly related to
capacity for learning and for making
important choices affecting one's
learning.
Assumption 5* Active exploration in a rich environment,
offering a wide array of manipulative
materials, will facilitate children's
learning.
Assumption 6: Play is not distinguished from work as
the predominant mode of learning in early
childhood.
Assumption 7 i Children have both the competence and the
right to make significant decisions con-
cerning their own learning.
Assumption 8t Children will be likely to. learn if they
are given considerable choice in the
selection of the materials they wish. to
work with and in the choice of questions
they wish to pursue with respect to those
materials.
Assumption 9i Given the opportunity, children will
choose to engage in activities which will
be of high interest to them.
Assumption 10 t If a child is fully involved in and is
having fun with an activity, learning is
taking place.
1.39
Social Learning
Assumption lit
Assumption 12
t
When two or more children are interestedm exploring the same problem or the
same materials, they will often choose
to collaborate in some way.
When a child learns something which isimportant to him, he will wish to share
it with others.
Intellectual Develonment
Assumption 1 3 ?
Assumption 14:
Assumption 15?
Assumption 16
:
Assumption l?i
Evaluation
Assumption 18:
Assumption 19?
Assumption 20?
Assumption 21?
Assumption 22?
Concept formation proceeds very slowly.
Children learn and develop intellectual-
ly not only at their own rate but in
their own style.
Children pass through similar stages of
intellectual development, each in' his
own way and at his own rate and in his
own time.
Intellectual growth and development take
place through a sequence of concrete
experiences followed by abstractions.
Verbal abstractions should follow direct
experience with objects and ideas, not
precede them or substitute for them.
The preferred source of verification for
a child's solution to a problem comes
through the materials he is working with.
Errors are necessarily a part of the
learning process? they are to be expec-
ted and even desired, for they contain
information essential for further
learning.
Those qualities of a person's learning
which can be carefully measured are not
necessarily the most important.
Objective measures of performance may
have a negative effect upon learning.
Learning is best assessed intuitively
by direct observation.
lAo
Assumption 23 s Thejaest way of evaluating the effect
of the school experience on the childis to observe him over a long period
of time.
Assumption 2kt The best measure of a child's work ishis work.
II. Assumptions About Knowledge
Assumption 25 * The quality of being is more important
than the quality of knowing j knov/ledge
is a means of education, not its end."
The final test of an education is what
a man i_s, not what he knows
.
Assumption 2 6s Knowledge is a function of one's per-
sonal integration of experience and
therefore does not fall into neatly
separate categories or "disciplines."
Assumption 27: The structure of knowledge is personal
and idiosyncratic? it is a function of
the synthesis of each individual's
experience with the world.
Assumption 28: Little or no knowledge exists which it
is essential for everyone to acquire.
Assumption 29: It is. possible, even likely, that an
individual may learn and possess know-
ledge of a phenomenon and yet be unable
to display it publicly. Knowledge
resides with the knower, not in its
public expression.
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MASTER OF EDUCATION DEGREE
Model Elementary Teacher Education Program
Integrated Day
19?1 1972 Dr. R. Mason Bunker
Description of the Program
The M . Ed. in Elementary Education is a professional program
which leads to the degree and to teacher certification at
the . elementary level (K-8) . It is a coordinated program spe-
cifically aimed at graduates who hold a bachelors degree and
wish to earn a masters degree and, teacher certification con-
currently. The M. Ed. program is recommended to attract
candidates who have diverse educational preparations, work
experiences, and expertise to the field of elementary
teachings.
The program combines academic and professional coursework
with related field experiences for a minimum of thirty-three
( 33 ) credit hours. It is expected that a candidate would be
enrolled in the program for two consecutive semesters and one
summer session to complete the minimum program.
Rationale for th e Program
As the crisis-need to prepare large numbers of teachers is
diminishing, the preparation of quality teachers becomes a
possibility. The development of quality teachers however,
should not be limited to those who possess a degree in edu-
cation and certification, for to do so is to exclude a group
which can contribute fresh approaches, depth of content, al-
ternative strategies, and differing experiences to the field
of elementary teaching. The M. Ed. in Elementary Education
capitalizes on these diversities to enable candidates to
share their perspectives and experiences among themselves
through seminar participation and with undergraduates as they
interact in professional and field experiences offered by
the Model Elementary Teacher Education Program,
Typically, candidates who want to enter elementary teaching
and lack the professional credentials select courses and
field experiences on a catch-as-catch-can basis. There . of-
ten is little continuity in such programs and advising in
such situations is minimal. While this^ approach has allowed
promising candidates to enter the teaching establishment and
make a contribution, the candidate has often suffered because
there is little opportunity for him.to plan a course of
learning experiences commensurate with his educational back-
ground, work experience, and career goals. At the same time,
there was little opportunity ior the candidate to set .indivi-
dual goals, plan alternate instructional routes, evaluate .
his experiences, and reflect on his behavior. The M. Ed.
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Elementary Education program provides a coordinated andoncen.raxed program for candidates based on the individual
r?
alS
?
j each particiPant within the framework ofthe Model Elementary Teacher Education Program.
Core Experiences
The candidate and his advisor plan a program which is con-
sistent with his experiences and his career goals. Theprogram includes those prerequisites to certification as established by Massachusetts law.
Candidates participate in a minimum of eighteen (18) credithours. in professional education including the following
experiences s
METEP TEACHER PREPARATION PROGRAM 9-18 credits(METHODS AND CURRICULUM WORKSHOPS)
INTERNSHIP (FULL SEMESTER) 3-6 credits
SUPERVISORY SEMINAR 3 credits
METEP-Teachor Preparation Program
During his first semester on campus, the candidate will
select from nine to eighteen credit hours of learning ex-
periences from the Integrated Day workshops offered In the
Model. Elementary Teacher Education Program. The workshop
experiences seek to provide participants with competencies
in diagnostic and strategic skills in the management of the
Integrated Day as well as in curriculum and content areas.
These include language arts, reading, social studies,
science, math, aesthetics, and human relations. Observation,
evaluation and underlying philosophy will be included in the
workshop semester.
M. Ed. candidates join the fifty selected undergraduates in
the Integrated Day program for workshop experiences.
The METEP Integrated-Day approach, allows a learner to assume
much of the responsibility for his own learning. The
teacher's job is to expose the learner to a rich environment
of materials to explore, to encourage the learner to be self-
directing, to permit the learner to become intensely involved
in those activities which interest him, and, by continual
diagnosis and assessment of his intellectual growth and de-
velopment, to guide the learner to experiences which will
allow him to maintain a maximum rate of growth and develop-
ment in all areas of concern. In this way he learns how
to learn and develops the desire and ability for self-educa-
tion. The METEP - Integrated Day Workshop has been established
in the belief that this is the most useful kind of education
in today's rapidly changing society.
SP
PROGRAM
FALL
1971
(September
15,
1971)
Eh
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Dat e
September 24
September 28
October 1
October 8
October 12
October 15
October 22
October 26
October 29
November 5
November 16
November 19
November 30
December 3
Activity
Semester Year
Mathematics Component METEP
Bill Masai ski
Credit Earned
Workshop Module Number Ones An In-
troduction to the Active Learning
Approach in Elementary School
Mathematics, (2)
Test on Content Module Number Ones
Sets and Numbers (4)
Workshop Module Number Twos Strate-
gies for Teaching and Learning Ele-
mentary School Mathematics (2)
Workshop Module Number Three: Ex-
ploring the Use of Color Cubes in
Elementary School Mathematics (2)
Test on Content Module Number Two:
Numeration Systems (4)
Workshop Module Number Fours Atti-
tudes, Values, Racism, Diagnosis and
Evaluation, and the Use of A-V Aids
in Elementary School Mathematics (2)
Workshop Module Number Five: Ex-
ploring the Use of Metric Rods in
Elementary School Mathematics (2)
Test on Content Module Number Three:
The System of Whole Numbers (4)
Workshop Module Number Six: Ex-
ploring Basic Computation and
Structure in Elementary School
Mathematics (2)
Workshop Module Number Seven: Ex-
ploring Geometry in Elementary
School Mathematics (2)
Test on Content Module Number Fours
Geometry and Measurement W
Workshop Module Number Eight: Ex-
ploring Measurement in Elementary
School Mathematics (2)
Test on Content Module Number Fives
Relations, Graphs, Functions, Sta-
tistics, Probability and Logic W
Workshop Module Number Nine: Ex-
ploring Graphs Relations, and Func-
tions in Elementary School
Mathematics '
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December 10 Workshop Module Number Ten:
Independent Exploration (2)
December 14 Test on Content Module Number Six:
The Real Numbers (4)
December 17 Workshop Module Number Eleven:
Independent Exploration (2)
Readings (24)
Working with Individual Children (24)
TOTAL
Minimum requirements : completion of 72 units of credit.
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METEP
Human Relations Program
A1 Ivey
Introduction to
THIS BOOK IS NONE OF THE ABOVE
tive ,
relations is is considered a vital part of effec-elementary education. As such, a variety of workshopexperiences have been established to help you become familiar
classroom
alternative approaches to human relations in the”"
To facilitate the human relations workshops a draftof a book, THIS_BC^j_IS_NOr^E OF THE ABOVE, is given to eachstudent m the METEP program. THIS BOOK provides a summary
oi six approaches to human relations in the classroom and ifall goes well additional chapters of the book will be distri-buted during the term. The six approaches are;
1
.
2 .
3.
4.
5.
6 .
Relaxation and its relevance to the cla.ssroom
Nonverbal communication and body language
Attending behaviors the art of listening
Self-Expre ssion
Decision making
Racial relations
0 cher. chapters. in preparation include existential psychology,
behavior modification, myth making, and "the ecology' of
relationship.
"
Accompanying the six approaches are optional work-
shops. which explore the issues in each topic in more detail.
You will have the opportunity to sign up for small group
workshops on the above topics, plus additional ones that may
be of interest to you. The workshops will vary in length
and style from a single lecture to two hour participant work-
shops to possible marathon weekends.
So, you are free to read this material, dig into it
as much as you wish, set your own goals. All workshops are
optional and you will determine the depth of experience in
the human relations area that seems important to you.
You may want to check to make sure you have all the
material that goes to THIS BOOK
t
1. Preface
2. Business details--how to earn credits, etc.
3. Credit form
4. Introductory chapter
5. Chapters on the six topics listed above
Welcome, we look forward to your reactions.
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SCIENCE COMPONENT/METEP
Dick Konicek
Ed. 262/562—Principles and Method
Elementary Schools.
Instructor—
in Teaching Science in
Course Description*
V/e shall operate on the assintegral part of a child’s life andtary school part of his life. We s
assumption in providing experiencesbasic areas*
umption that science is an
therefore of the elemen-
Dall attempt to use this
which will fall into six
a. classroom management
b. using curriculum
c. tailoring curriculum
d. teaching
e. one step beyond
1
.
philosophical foundations
in three V -hall attempt to. look at these experiencest ways* 1. expressive experiences, 2. philosophicaland/or psychological rationale for the experience and 3,teaching the experience or some part of it.
Since
.
,
this. is an experience in experimentation withan integraxed curriculum (integrating people, personalities
and traditional areas of curriculum) we hesitate to addhard and fast methods and rules for evaluation and require-
ments for pass grades. We would much rather operate on'abasis of trust and communication of honest feelings in eval-
uating both you and me.
The one requirement I would ask for is that each
person keep a log of their experiences to turn in twice dur-
ing the course. Once in November and once in January. In
this log you should write*
a. what was the activity?
b. did you like or dislike it and why?
c. what were your feelings about it?
d. what improvements could be made? (there have to be
some
)
e. what did it do for you?
I hope that there will be a choice of several activi-
ties during each lab period. There are some individualized
readings and curriculum analysis to be done as well. You may
wish to spend an entire period on one activity and to explore
it in depth. You may wish to shop around and see a little of
each. That is up to you. Only you can decide how to spend
your time purposefully.
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and I wm
a
?ry
P
to to «*• them
to me* My responsibility to vo 'io +n i \ your responsibilitythe experiences you wnnl^ mu^—+ 1,3 to help y°u to receive
are as much responsible for the cours^a^I^m 'nd"?/?** y0U
r? u
”
it°openly?
U ^ me at times
‘ Whcn * Sobers taJk about
9/13/71
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—
^ Componont/lntegrat.ed Dav/kETBP/
260/560 8 The
Fall
Modular Offerings
Elementary School Cur
• 1971
Mason Bunker
riculum (3 credit hours) -
Two Instructors
Course Description?
Competencies
s
Phase I : Intake :
Skills
Phase II: Synthe-
sis Integration of
Process Skills
Phase III: Arena
Integration of
Learning Experiences
the elementary school curriculum from
the standpoint of method and content
with an emphasis on integrated planning
and activity learning.
Experiences will be in the form of 10
modular offerings - completion of each
workshop will earn the learner three
modular credits. Each workshop will
provide
. a general learning encounter
which. will be developed into specific
activity tasks or performance criteria
which enable the learner to use the
process or content of the workshop.
During the final weeks of the semester
learners may develop individual learn-’ing projects which are an application
of the ten workshop experiences for 15
modular credits.
The learner may participate in learning
encounters which develop competenciesm
:
1. knowing oneself and others
2, determining sources of the curricu-
lum,
.3, using principles of learning
4. diagnosing readiness to learn
5. visualizing the use of the open
space school
6. perceiving the physical and emo-
tional environment
?. communicating and decision making
8, creating resources
9. valuing, assuming, responsibility,
and direction volition
10, abolishing prejudicism
11. conceiving, developing, and execut-
ing an independent learning-teaching
project
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NAME
SEMESTER YEAR
CURRICULUM COMPONENTAlETEP
1.
Workshop
"Getting to Know You"
Activity Credit
TW
2. "What’s It All About?" (3)
3* "Principals of Learning" (3)
4. "Diagnosing Readiness
to Learn" (3)
5. "Use of Open Space" (3)
6
«
"Perceiving the En-
vironment" (3)
7. "Communicating and
Decision Making" (3)
8. "Creative Resourcery" (3)
9. "Valuing, Assuming
Responsibility, and
Directing Volition" (3)_
10. "Abolishing Racism" (3)
11. "Conceiving, Develop-
ing, and Executing an
Independent Learning-
teaching Project" (15)
(Y/orkshop topics may vary according to learner needs)
.
Mason Bunker
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CURRICULUM CQMPONENT/f/iETEP/lNTEGRATED DAY
,
/
FALL 19 71 /CONTRACT
As a participant of the curriculum component of the METEP-
Integrated Day, I agree to pursue actively the following
goals s
1, To participate in the workshop encounters.
2 , To develop and execute tasks which demonstrate compe-
tence in each workshop area at three modular credits
for each competency.
3* To help evaluate myself, others, and the program
throughout the workshop,
4, To maintain a weekly log of reflections on the acti-
vities of the workshops and to determine implications
for my living and my teaching.
5, To develop and pursue learning encounters in and out
of the workshop environment,
6, To read and explore as many resources as I possibly
can.
7, To seek field experiences aggressively which allow me
to test my theories about the learning encounters.
8, To conceive, develop, and execute an independent
learning/teaching project for fifteen modular
credits.
(Signature)
I Date!
(CoordinatorT
Mason Bunker
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Aesthetic Education
Susan Brainerd
Outline of Workshops and Discussions
Series I ~ The Processes of Aesthetic Education
A. Workshop?
1. Sense Awareness and Self-Awareness
Feel, smell, taste apples - message face,
ears; then listen to music - blind walk
2. Planning for future workshops
Discussion
:
1. Introduction to course and introduction of
participants and staff
2. Assessment of student goals
3* Experiences in sense awareness and discussion
of functions of sense awareness for education
Readings (suggested)
1. Course Outline
2. Gestalt Therapy X Ch, 1 & 2
3. Sense Relaxation V Ch. 1, 2, 6, 7
B, Developing Creative Perception
Workshop
:
1, Imagination and creativity techniques
2. Plan for next weeks
Discussion
:
1. The concept of creative perception and its
relationship to learning (using ideas from
readings-below-and experiences in workshops)
2. Continuation of assessment of student goals
3. Assignment: Think of one aesthetic experience
you would like to share next week
Readings required for discussion
1. Creative Teaching and Learning VI Ch. 4
2. Developing Arti stic and Perceptual Awareness
V Ch. 1 & 2
3. One of the following (if possible)
Gestalt Therapy Ch. 3 & 4
Creative Behavjor Guidebook VI Ch, 1 & 2
(see pp. 118-207“ for* creativity techniques)
Development Through Drama V Ch. 4 & 5
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C. Aesthetic experience
Workshop* Take a trip to any environment desired
awareness and imagination techniques
P n WP v'rvn ooo r\ -F ^ ^ ^ ^ _ *1 . _ ,
Use sense
to increase aware e««
environments.
oi' aesthetic
>hare experiences.
elements of
Di scussion t
1. Sharing aesthetic experiences
2* Discussing the concept of aesthetic experiences(see readings)
3* Assignment* Axtend two cultural-arts eventsduring the next two weeks? reading assignment
Readings* required for discussion
1. Dissertation Ch. I (on file)
Introductory Readings in Aesthetics I Ch
1 & 3
"
—
3* Art as Experience I Ch. Ill
A. One of the following (if possible)
Creative Teaching and _ learning VI Ch. 3
Fantasy and Feeling in Education X Ch. 4, 5, 6
Dev
c
: I oi >ment g iirough Drama V Ch." 1 & 2
D, Creative Expression
Workshop t
.
the first in a. series of seven workshops begin-
ning intensive improvisation with one medium.
Emphasize process of creative expression.
Discussion *
1. Multi-Arts Improvisations an experience in the
process and discussion of the process (from
readings and experiences)
2. Student assessment of own skills in and facili-
tating skills for creative expression
Readings* two of the following
1. Developing Artistic and Perc eptual Awareness V
Ch. ¥ & 5
2 , Creative Learning and Teaching VI Ch. 3 & 8
3* Improvisation for the Theater V Ch. 1 & 2
E. Creative expression for sharing experience
Workshops Continuing intensive improvisation, emphasiz-
ing the "sharing" aspect
Discussion *
1. Sharing the main ideas of readings. Cultural
arts as a means for sharing ideas and experience
l$k
^ • Discussion of principle uses of aesthetics
for the classroom.
3. Introduction to Series B
Readings:^ Selections from the bibliography (III &
IV) will be assigned
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We recommend a total of 30 modules in reading and
language arts divided as indicated below. You may take more
if you like, and fewer if you are overburdened, or already
knowledgeable. The idea is for you to do as much in each
area as y° u need to
.
to feel comfortable about it in the
classroom.
Use your support groups and your conference time to
seek advice and get feedback. Please also see me or any of the
language arts facilitators for help.
Suggestions for modules will be written on "invitation
cards." These will be further clarified during language arts
time. A schedule of lectures and a list of texts and in-
structional resources are forthcoming.
Area u
zL of Modules Recommended
I. The Process of Reading and
some approaches to teaching
beginning reading. 5
II. Readiness and Development
(including Piaget) 3
III. Children's Literature 2
IV. Individualized Reading 5
V. Experience Approach to Reading 2
VI. Creative Writing 2
VII. Legible Writing (penmanship
and spelling) 3
VIII. Speech 2
IX. Listening 1
X. Integrating the Language Arts
Into the Total Curriculum 5
Masha Rudman
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Language Arts
METEP 9/9
Masha Rudman
LECTURE SCHEDULE
I
.
Process
1. Phonics - 9/21 11
»
30-12*30
2. Linguistics - 9/21 12:30-1:00
3. i/t/a - 9/24 11 : 30 -12 : 00 (film strip & record)
4. Basal - 9/28 11:30-12:30
5. Word analysis - 9/28 12:30-1:00
6. Other published materials - lo/l 11:30-12:30
1 1 • Readiness
8. Factors in reading readiness - lo/5 11:30-12:00
Piaget (see Science Instructor)
III. Children' s Literature
9. What's available - 10/5 12:00-1:00
10. Widening Interests - 10/8 11:30-1:30
IV
. Ind ividual ized Reading
11. Principles - 10/12 11:30-1:00
12. Record Keeping - 10/15 11:30-12:30
13. Scheduling - 10/15 12:30-1:30
14. Management - 10/19 11:30-1:30
V
.
Exmrri cnee
15. Experience books - 10/22 11:30-1:00
16. Group experiences - 10/29 11:30-1:30
VI
.
Writing
17. Creative writing - ll/2 11:30-1:00
18. Mechanical writing 1) penmanship 2) spelling -
11/5 11 : 30 -12:30
19. Mechanical writing - 11/5 12:30-1:30
VII, Speech
20. The mechanics of speech - ll/9 11:30-1:00
21. Some psychological aspects - 11/12 11:30-1:00
22. Listening - turn on, turn off - 11/12 1:00-1:30
23 . Drama - informal & formal « ll/l6 11:30-1:00
VIII , Integrating
24. Some explorations into the world - 11/19 11:30 -
1:30

